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Foreword

It is fitting that the College Entrance Examination Board and the National
Scholarship Service and Fund for Negro Students (Nssens) should join in
publishing a compendium, analysis, and evaluation of compensatory educa-
tion across the nation. Ten years ago, these two organizations, and the New
York City Board of Education, cosponsored the first program 1n what later
came to be known as compensatory education-—the Demonstration Guid-
ance Project at Junior High School 43 and George Washington High
School. The Demonstration Guidance Project later expanded into the
Higher Horizons program. For the uninitiated, the term compensatory ed-
ucation is used for programs of special and extra services intended to com-
pensate for a complex of social, econoraic, and educational handicaps suf-
fered by disadvantaged children.

The National Scholarship Service and Fund for Negro Students contin-
ued to carry the message of compensatory education to all parts of the coun-
try through its Community Talent Search program. The program was sup-
ported by the Old Dominion Foundation. The foundation also proviaed
funds for the nssens share of this study and publication. The project was
initiated through a Nssexns approach to Dr. Gordon for a study of compen-
satory education on the elementary and secondary school level. It was en-
riched by a subsequent decision by the College Board to ask Dr. Gordon
to expand the study to include programs of higher education, and a more
intensive analysis of elementary-and secondary school programs.

From these beginnings sprang the programs discussed and listed in this
volume. Many of the programs are local, supported by both public and
private funds. There are also statewide programs, like the ones in New York
and California. More recently the federal government has entered the field
in a rather handsome way. The Office of Economic Opportunity appearsat
both ends of the spectrum: Project Head Start for preschool children and
Upward Bound for students planning to attend college. The United States
Office of Education came in through the Elementary and Secondary Edu-
cation Act.

The College Board and nssens are hopeful that this publication will lead
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to a greater understanding of the current nature, extent, and value of com-
pensatory education. Both organizations are grateful to Dr. Gordon and
his associates for the professional competence and high degree of commit-
ment they have brought to the undertaking.

Richard Pearson

President
College Entrance Examination Board

Richard L. Plaut

President
National Scholarship Service and
Fund for Negro Students
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1. The socially disadvantaged —a challenge for education

Over the last two decades a number of economic, political, and social fac-
tors have combined to bring to the forefront of public attention the condi-
tion of underdevelopment among human beings in all parts of the world.
Although the American people have become increasingly aware of the eco-
nomic and social disparities which exist cverywhere on the globe, nowhere
are the handicaps imposed by deliberate and accidental underdevelopment
of human resources a greater source of embarrassment. and concern than in
the United States in the second half of the twentieth century. Faced with
an embarrassing situation, public opinion has performed as it is wont to per-
form ~it has looked for a scapegoat —and, in this situation, no one has
seemed more available to bear the blame than the professional educator.
The choice 1s not without justification. Granted that the school has not cre-
ated the conditions that make for social disadvantage and economic depri-
vation. It is, nevertheless, quite clear that neither have professional educa-
tors done much to help significantly the children who are preducts of these
conditions —and this 1a spite of the fact that there have been tremendous
gains in educational technology and educational resources during the first
half of this century.

The Panel of Education Researck: and Development has reported:

“By all knowr: criteria, the majority of urban and rural slum schools are
failures. In neighborhood after neighborhood across the country, more than
half of each age group fails to complete high school, and 5 percent or fewer
go on to some form of higher education. In many schools the average meas-
ured 1q is under 85, and it drops steadily as the children grow older. Ado-
lescents depart from these schools ill-prepared to lead a satisfying, useful
life or to participate successfully in the community.” (Zacharias, 1964)

Who are the children so poorly served by this, the most affiuent nation
in history?

The term socially disadvantaged refers to a group of populations which
differ from each other in a number of ways, but have in common s.:ch char-
acteristics as low economic status, low social status, low educational achieve-
ment, tenuous or no employment, limited participation in community or-




1. The socially disadvantaged—a challeng for education

ganizations, and limited ready potential for upward mobility. Variously re-
ferred to as the “‘culturally deprived,” the *‘socioeconomically deprived,”
the “‘socially and culturally disadvantaged,” the “‘chronically poor,” the
“poverty-stricken,” the “‘culturally alienated,” and so on, these are people
who are handicapped by depressed social and economic status. In many ir-
stances, they are further handicapped by ethnic and cultural casze status.
For a number of interrelated reasons more and more of these families are
concentrated in the decaving hearts of our great metropolitan centers. Pre-
dominantly Negro, Puerto Rican, Mexican, and southern rural or moun-
tain whites, these people are the bearers of cultural attitudes alien to those
which are dominant in the broader communities they now inhabit, and
their children come to the school disadvantaged to the degree that their
culture has failed to provide them with the experiences that are “‘normal”
to the kinds of children the schools are used to teaching.

As a consequence, in school these children show disproportionately high
rates of social maladjustment, behavioral disturbance, physical disability,
academic retardation, and mental subnormality. Such problems are acute
wherever they are found, but they have been exacerbated and brought to
the focal point of public attention because of the recent increasing concen-
tration of this populauion in the center-city areas.

Now the fact s that the presence in our schools of children whose back-
ground of experience and whose readiness for the traditional demands of
the school differ from those of white, middle-class United States aationals
is not a new phenomenon. We have had large numbers of such children in
the past, particularly during the period of great migrations to this country.
History reveals that the schools were challenged at that time just as they
arc todayv. and 1t further reveals that they failed in their attempt at provid-
ing for the educational needs of many of these children. But the schools’
failures in previous vears had far less serious consequences for the children
and for society than do our failures today.

Unlike the industrializing economy of the nineteentn and carly twen-
ticth centuries, our automating cconomy has little need for the talents the
uneducated have to offcr, strong backs and clever hands, simple manual
strength and manual skill. Instead, we have a growing need for trained
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minds, educated judgments, and conceptual skills. We have arrived at a
period in human history in which man 1s increasingly required to manage
vast categories of knowledge, to identify and solve highly complicated in-
terdisciplinary problems, and to arrive at infinitely complex concepts and
judgments in order to maintain, control, and advance the technological and

of conceptual competence, and the depth of human understanding and
compassion required of those who must man that organization are not rou-
tinely produced in today’s schools. And our failure to train the best quali-
fied to the maximum extent is but an extension of our failure to provide
even the mimmum survival skills for this complex age to those whom we
call the socially disadvantaged. Obviously. the highest level of inteilectual
competence will not be required of everyone, but educators are increasing-
ly embarrassed by the large numbe-s of young people whom they have
failed to prepare for much less complex intellectual. academic. vocational,
and social functioning. In fact, they are quite properly under attack, from
a number of quarters, for their failure to provide adequate preparation even
to many of the young people who seem to succeed in our system. Witness
the large number of high school and college graduates who have difficulty
in recognizing a concept and who are practically incapable of producing a
clear one. Professional education has a long history, and is not without its
successes, but its failures are many. In its present state it is hardly ready to
meet the demands of the latter half of the twentieth century — this time of
crisis in the management of knowledge and technology.

While the explosive expansion of knowledge and the technological revo-
lution would, in any case, have increased the pressure for educational
change, other pressures have also been brought to bear on the nation’s edu-
cational establishment. The growing crisis in intellectual resources and the
management of knowiedge has been paralleled by a social crisis involving
civil, or more properly, human rights. A social revolution is in progress. led
by the Negroes, other poverty-stricken people, and their allies —a revolu-
tion in which these dispossessed members of our affluent society are de-
manding total and meaningful integration into the mainstream and an op-
portunity to share in the wealth of the nation. More than any other single
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factor, equality of educational opportunity and, ultimately of educational
achievement, 1s viewed as crucial i achieving this end.

Herein lies the challenge to the school. In the carly thirties, under the
pressure of the great Depression and the demands of workers organizing to
claim thetr rights, new concepts, new techniques, and new approaches to
political, sociai, and economic organization were introduced, and our na-
tion as a whole was led into accepting a greater degree of responsibility for
the promotion of the general welfare. The civil or human rights revolution
will inevitably require of soctety mn general — and of the educational estab-
lishment in particular - that they assume responsibilities for true universal
education to a degree heretofore unknown. For we have never actually
achieved universal education in this country although the notion of uni-
versal education as the goal to strive for is by no means a new one. It is not
only contemporary society that has failed. There has never been a time in
human history when certain groups of people were not cut off from the ed-
ucational mainstream.

In this country. though the term “‘disadvantaged™ is new, a concern for
the kinds of people the term designates goes back at least as far as the Civil
War. During the short-lived period of the Reconstruction following the
Civil War, considerable attention was given to the problems of the disad-
vantaged in this country. The Freedmen's Burcau recognized as one of its
major responsibilitics the development of educational facilities for former
slaves. Religious groups, foundations, and state governments became acuve
in the establishment of training academies and fledgling colleges. Poor
whites and freed Negroes, who were then represented in state legislatures,
established free public education for their children in states where it had
not previously existed. But these efforts were greatly reduced and retarded
when the Reconstructionists were betrayed by a political sellout to the
forces of reaction. The Reconstruction had moved forward in partas a re-
sult of Northern support and because the presence of federal troops in the
South had controlled Ku Klux Klan resistance movements. The election of
Rutherford B. Hayes marked the end of the Reconstruction. Northern
support was cut off; all federal troops were withdrawn. The result was the
establishment of more conventionally stable governments and the intro-




duction of serfdom as a substitute for slavery for most Negroes and for
many poor whites in the South.

Despite the change in the popular mood, educational concern for the
disadvantaged, still primarily Negroes. continued. In the latter years of the
nineteenth and the early years of this century the effort was marked largely
by the struggles within the Negro community itself. Struggles between
those who would emphasize mechanical and vocational training - repre-
sented by Booker T. Washington —and those who recognized the need for
a liberating education, one that would train the minds of at least a leader-
ship group. The latter point of view was most prominently represented by
W. E. B DuBors. Cltimately, it was those who advocated the training of
hands in vocational snills who gained impetus from the accelerating indus-
trialization of the national economy.

This same industrial growth brought about a change in the composition
of the population that was the object of special efforts in education. The
great immigrations that began around 1880 and continued through 1924
brought to the United States a new disadvantaged population of Caucasian
Europeans. Where the uneducated masses of Negroes had been largely con-
fined to rural areas, the immigrants congregated in the growing industrial
centers that were to become our great cities. The principle of free public
education having been established, the children of these new citizens were
drawn into the schools. But for those who could not or would not stay in
school, there was a ready place in the nation’s burgeoning labor force. The
major problems of compensatory education for these children of foreign
parents appear to have been born of language diflerences. Problems of dif-
ferences in learning patterns, cognitive style, aspiration. or level of intellect
were of less significance; of greater significance was the fact that the society
could absorb the school’s failures.

During the thirties, three forces began to draw the attention of the na-
tion’s schools to the problems of young people who were not succeeding.
With the coming of the great Depression, the students rejected by the
school found themselves less and less welcome in the labor force. At the
same time a newly developing concern with mental health and human w.l-
fare forced on society a new view of 1ts responsibilities for serving the needs
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of the handicapped. And finally, the never-extinguished embers of the
Negroes’ civil rights struggle flared anew with a demand for equal though
then separate educational opportunities.

This equal though separate approach was first focused on the question of
teacher salaries. Little concern was openly expressed at the time over the
existence in many school districts of two school systemss, one for whites and
another for Negroes, and court battles in the thirties and carly fortics
turned on the question of whether two teachers with equal preparation and
equal responsibility could be paid different salaries simply because one
teacher happened to be white and the other teacher Negro. Similar attacks
were mounted against differing budgets for Negro and white schools and
differing quality 1n school programs and plants. Under the impact of these
attacks, schools, particularly in the South, but also in the North and West,
began to make major improvements in the facilities, staffs. and programs of
schools which served predominantly Negro populations. In a few instances
where it proved too costly to provide equal and separate facilities, Negroes
were cven admitted to facilities previously reserved for whites. Southern
legislators strained state budgets to make available record sums of moncev
for the improvement of Negro education, largely to insure against the
forced mixing of the races in public schools. So cffective were their cflorts
that many of the children coming out of these improved segregated schools
surpassed those of the less clearly segregated but predominantly Negro
schools in the North.

The “‘separate but equal” struggles had scrved as a catalyst in the im-
provement of educational opportunity for children who were disadvan-
taged by their racially segregated status. But the logical and ultimate out-
come of these struggles, the rejection of “‘separate™ as inherently unequal,
temporarily ncutralized their catalvtic effect. Pragmatic experience, social
history, and constitutional clarification combined to remove the legal sanc-
tions for alleged scparate but equal public educational facilitics. Without
the hope of continued segregation even if Negro schools were improved,
and faced with directives to desegregate in any event, the legislators’ en-
thusiasm for improving education for Negroes quickly diminished. The
1954 Supreme Court school descgregation decision having killed the *'sep-




arate but equal” position also temporarily stifled school improvement for
Negro pupils in the South.

But progressive social forces are not so casily destroyed. A rapidly chang:
ing world situation, significant changes in our own economy, and the mo-
mentum of the civil rights struggle — massively supported by the 1954 and
other Supreme Court decisions— gradually supplanted the negativism of a
school improvement program based on maintaining Negro segregation. It
was replaced with a more general and a mere positive concern— that of pro-
viding adequate education for a variety of disadvantaged children whom
the public school had not adequately served in the past. And while the
civil rights struggle was bringing pressures to bear on the educational sys-
tem from onc direction, there was evidence from elsewhere that everything
was not as it should be in the schools. During World War II the nation was
suddenly made aware of the large numbers of young men who were inel-
igible for military service or were of reduced value to the war effort be-
cause of their limited intellectual development.

So it was that after the war serious national attention began to be given
to the problems of education for the disadvantaged. Some pilot projects
date back to the mid-forties when New York City’s Harlem Project was
mitiated. And in New Mexico, work was begun with Mexican-American
and American Indian children. The Harlem Project provided for greater
teacher stability, increased auxiliary services— primarily in the ficld of
mental health—and an attempt at improved pupil and parent motivation.
The Harlem Project appears to have met with modest success. The MNew
Mexico project focused on remedial reading and language usage and on in-
culcation of nuddle-class values—an approach which seems to have met
with little success.

The landmark cffort directed at the rehabilitation of disadvantaged
youth was the Demonstration Guidance Project of Junior High School 43,
continucd the following vear in George Washington High School in New
York City. This project was proposed by the New York City Board of Ed-
ucation’s Commisston on Integration and was cosponsored by the Board or
Education, the National Scholarship Service and FFund for Negro Students
(nssexs), and the College Entrance Exanunation Board. The major objcc-
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tive of this project was the early identification and stimulation of able stu-
dents from low socioeconomic s* atus homes. Its program included multi-
focus identification procedures, intensive individual and group counseling,
special training for teachers, and follow-up through senior high school and
college. It required an increased investment per pupil in educational ma-
terials, additional and specialized personnel, and schaolwide organization
around the procedures and goals of the project. The Demonstration Guid-
ance Project not only succeeded in greatly increasing the pursuit of train-
ing and higher education beyond high school, but also reduced the dropout
rate and incidence of behavior problems below what would have been an-
ticipated for such a population if left untreated. Expanded i1 coverage,
though reduced in substance, the successful Demonstration Guidaice Proj-
ect was incorporated into the regular structure of the New York City Pub-
tic Schools as the Higher Horizons Pregram and became the model for
much of the work across the country directed toward the rehabilitation of
disadvantaged youth.

The movement was materially furthered by Community Talent Search,
an activity of the Nsspxs. Community Talent Search carried the message
of what was learned in Project 43 to cities across the country and to two
states— New York and California— through a program of consultation and
technical assistance. This work was financed by grants from the Old Do-
minion Foundation.

Three additional developments that have had a profound influence on
programs of compensatory education deserve mention. The National De-
fense Education Act, passed under pressure of international competition
and concern for national security, made special provision for the discovery
and encouragement of youth with latent or unrecognized talent. With
funds made available through the legislation, state departments of educa-
tion and local school districts were able to initiate programs providing in-
creased opportunities and services for this part of the population.

The second contribution was developed entirely outside the public
schools as an outgrowth of the research programs of the Peabody College
for Teachers and the Institute for Developmental Studies at New York
Medical College. There, experimental programs emphasizing language en-




richment at the preschool level provided evidence that early intervention
was one of the more promising approaches to overcomiag educational dis-
advantages. As a result of these programs, a number of piivate agencies and
public school systems began to institute special nursery school projects asa
supplement to, and in some instances as a part of the public school program.
The summer 1965 Project Head Start provided dramatic evidence of
awareness on a national level of the possibilities of carly intervention. The
evaluation of the results of this eight-week program will, it 1s hoped, pro-
vide further leads to the kinds of techniques and approaches that may
prove to be most effective in overcoming the handicaps with which disad-
vantaged children start to school.

One of the most influential growth forces in programs for the disadvan-
taged has been the Ford Foundation’s Great Cities Project. By providing
grants as large as $500,000 to a number of the larger cities, the foundation
has encouraged massive and integrated attacks upon the problems of edu-
cation in urban depressed areas. Typically, these projects have mobilized a
wide range of school and community resources, but they have placed no
emphasis on a single approach. What they have had in common 1s a concern
for disadvantaged children and their families.

It is, then, a constellation of forces—the struggle of the disadvantaged
and segregated for improvement in their life chances; society’s growing de-
mand for compctence in the development of concepts and use of knowl-
edge; and the new insights growing out of rescarch projects, pilot demon-
strations, and rescarch programs—that have raised to the level of national
concern the issue of providing special educational and social projects for
disadvantaged children and their families. This national concern has been
reflected in the establishment by Congress of the Office of Economic Op-
portunity whose principal focus is an attack on the problems, including the
school problems, of the disadvantaged. In addition, Congress has passed
legislation providing increased support, through the United States Office
of Education, for research and innovation in the improvement of educa-
tion for disedvantaged children. In this respect, it is encouraging to note
that during the same year in vwhich a number of our local military establish-
ments were shut down, Congress passed legislation funneling $1.5 billion
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into education—a sum which may well be doubled in the next year. It is
indicative and provocative. It may be that we have finally come to a time
in our nation’s history when we shall begin to look for our ultimate national
security not to our defense establishment, but to our schools.

Sensitive to the emergence of education for the disadvantaged as a major
national concern, nssexs and Yeshiva University through its Ferkauf
Graduate School of Education (rcse) embarked upon a nationwide study
of programs directed at improved cducation for socially disadvantaged
children and youth. The study was initiated by the National Scholarship
Service and Fund for Negro Students through a grant from the Old Do-
minion Foundation. Additional support for the expansion and continua-
tion of the study was provided through a grant to the university from the
College Entrance Examination Board. The investigation began in the fall
of 1963. The bulk of the data reported here was compiled before June 1964,
but includes supplementary materials that continued to arrive as late as
March 1966.

The 1nvestigation of compensatory educational programs and practices
was designed to identify and describe the status of such activity in the
United States; to identify and discuss the pragmatic and theoretical bases
of such programs; and to evaluate major trends in thesc programs against
the background of existing knowledge concerning the nature of the prob-
lem and the teaching-learning process. The study was conducted in two
parts. Attention was first directed to a survey of programs and practices in
the public schools of this country. Inquiries were sent to the chief educa-
tion officers of the 50 states, to all cities with populations of more than
50,000, and to each person or project listed in the combined files of the
NssENS and FGse. The combined files were based upon extensive biblio-
graphic review and personal visits. Part two of the study was directed to a
survey of practices in higher education. Questionnaires were mailed to
2,000 institutions of higher learning in the United States and to several
noncollege-based programs whose focus was on increased opportunity in
higher education for youth from disadvantaged backgrounds.
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2. Pupil characteristics and theoretical bases
for compensatory education

It is quite evident that in order to provide equality of education for disad-
vantaged children we must identify the children and characterize the spe-
cific nature of their disadvantage. We need to know exactly how thesc
youngsters differ from those with whom our traditional educational system
has been successful; for even though the esistence of academic deficiency
among a high percentage of this population is well documented, the spe-
cific character of the deficiency is not. Psycho-educational appraisal has
more often been directed at establishing the fact and quantity of deficit
than at evaluating its quality and nature. In attempting to characterize
disadvantaged populations, the California Advisory Committee on Com-
pensatory Education concluded that these children could generally be
identified among those who are ‘below average in school achievement as
measured by standardized tests,” and who, in addition, have some com-
bination of one or more of the following problems:

1. economic deprivation attributable to an absent, nonproducing, or
marginally producing breadwinner;

2. social alicnation caused by racial or ethnic discrimination with all its
accompanying deprivations in housing, employment, and education, or by
membership i a different or non-English-speaking subcultural group; and

3. geographic isolation because of transiency, or residence mn an area far
removed from adequate educational facilities.

If these are the social factors which correlate most highly with disad-
vantage, what are the personal qualities which appear to be common to
children who are the products of such socially handicapping backgrounds?
The California report suggests:

“They tend to lack in the social experiences which our present school
curriculums assume to be common to all students. This means that their
experiences in the society are marked by sharp differences from the ‘nor-
mal’ or ‘regular’ pattern assumed by the middle-class oriented school.

“Their motivation may be iappropriate to normal school achievement
or success. That is, they may display a sense of failure or lack of drive.

Il




2. Pupil characteristics and theoretical bases for compensatory education

““They often have been subjected to values and expectations which tend
to generate conflict between themselves and the school.”

Intellectual, social, and envivonmental characteristics

Valuable as this classification of traits may be in identifying children who
should be included in specially designed educational programs, it can hard-
ly serve asan adequate theoretical basis for the structure of these programs.
To say that a disadvantaged child lacks readiness, motivation, and a learn-
ing-otiented value system is not so much a description of what a disadvan-
taged child is as it 1s a description of the way he appears to be when he is
faced with a traditional school environment. In order to determine whether
or not the disadvantaged child 1s, indeed, what he appears to be, the serious
attention of research workers in the behavioral sciences is required. The
questionable genesis of identified conditions always presents the scientist
with the challenge of discovering the sources and mechanisms whereby
these conditions arise and are modified. Although there has been a consid-
erable delay in the serious undertaking of investigations related to the edu-
cation of the disadvantaged, increased research efforts are finally being di-
rected at these problems. These efforts have had three principal focuses:
the child, the environment (school, family, and community), and the
teaching-learning process. Of these three factors, the disadvantaged child
has by all measures been the subject of greater research attention than
either environments or processes.

Available research data permit the identification of several categories of
behavior which are encountered with great frequency among socially dis-
advantaged children. First, there are the fanguage studies. Several of these
studies suggest that children from disadvantaged backgrounds, in com-
parison with middle-class children, are less able to make use of standard
Englisk in representing and interpreting their feelings, their experiences,
and the objects in their environment. It is important to note that the ap-
parent deficiency which has been observed is in the use of standard English
—there is no definitive evidence that these children suffer from an under-
lying deficiency in the use of language and other symbols.

Differences in the use of language can be the result of a variety of circum-
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stances, some of which make for disadvantaged status. Differences on all
quantitative measures of language function were found in a group of chil-
dren of the same age, sex, intellectual quotient, and econoraic level. The
observed differences consistently favored those children who were raised in
their own homes when compared to children who were raised in institutions
(Pringle and Tanncr, 1958). In the interpretation of these findings the in-
vestigators suggested that the children raised in institutions had been ad-
versely affected by inadequate exposure to language which resulted in re-
stricted language development. Other investigators have been concerned
with the relationship between economic group status and language devel-
opment. For example, more cnildren with retarded speech development
have been found among lower socioeconomic groups than in the upper
classes (Beckey, 1942; Irwin, 1948). Templin (1953) found that speech
articulation test scores were higher for children from an upper economic
group than they were for children from a lower economic group. Her data
indicate that children of the lower sociceconomic group took about a year
longer to reach essentially mature forms of articulation than did children
from the upper economic group. After age one-and-a-half years, children
show differences in their mastery of speech sounds.

Other evidence indicates that it is not only speech articulation but gen-
eral language usage that may be influenced by social and economic status.
In studies by Thomas (1962) and Templin (1957), in which the variable
studied was the number of words used per remark, lower socioeconomic
group children showed a mean of 5.6 words used per remark and the mid-
dle-class children showed a mean of 6.9 words per remark. In a comparison
of the speech of Negro and white children, Anastasi (1952) found a higher
frequency of mature sentence types, more complex sentence construction,
and better detailed concepts among the white children. The language of
lower-class youth has been described as restricted in form, as serving to
communicate signals and directions, and as tending to confine thinking to
a relatively low level of repetitiveness (Bernstein, 1961). The language of
middle- and upper-class youth is described by the same investigator as
elaborated in form, serving to communicate ideas, relationships, feelings,
and attitudes. These findings suggest that while complex language systems
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2. Pupil characteristics and theoretical bases for compensatory education

arc present in children from all socioeconomic groups, important qualita-
tuve differences exist in the form and use of the language svstems. These
differences may have important implications for learning. However, since
the investigations upon which these findings rest have not included the
analysis of learning facility or lack of it in the context of language forms and
vernaculars peculiar to the disadvantaged, the finding of differences docs
not enable us to specify the nature of the learning problems involved.

The conclusion that learning problems among disadvantaged children
arc somchow related to differences in language development gains some
support from studies of concept development in this population. It has been
noted that differences in language associated with social class tend to in-
crease with the age of the child (Deutsch, 1963; Hilliard. 1957). As lower-
class children grow older, they fall further and further behind middle-class
children on the language variables measured. Several investigators have ob-
served these differences and the cumulative deficits reflected in the func-
tioning of lower-class children. They have suggested that if the acquisition
of language is a prerequisite to concept formation and problem solving,
then the presence of this language deficiency would indicate a tremendous
lower-class deficit in conceptual function. In his study of this problem,
Deutsch (1963) found that children from socially disadvantaged back-
grounds were relatively good on motor tasks, on tasks which required a
short time span. and on tasks which could be most casily related to con-
crete objects and services. Children from similar backgrounds were found
to be generally inferior in abstract thinking and placing pictures and ob-
jects in appropriate categories. It appears that a delay in the acquisition of
certain clements of language mav make the transition from concrete to ab-
stract modes of thought more difficult (Ausubel, 1964). Concept formation,
the development of ideas and generalizations about experiences and rela-
tionships, has been described in the disadvantaged child as an emphasis on
content rather than on form. Reasoning in socially disadvantaged children
is thought to be dominated by inductive rather than deductive processes
(Riessman, 1062). This wav of thinking mav limit the child’s ability to
make accurate generalizations and to transfer knowledge through the utih-
zation of previously learned concepts (Gordon, 1964).
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In a cross-cultural inventory of the arithmetic concepts of kindergart-
ners, Montague (1964) found significant differences between social classes
in favor of the higher sociocconomic status group; but Deutsch (1960)
found that anthmetic scores were higher than reading scores among a popu-
lation of lower-class children. even though both scores were depressed be-
low national norms. In interpreting this finding. it is possible that the dif-
" -ence might be accounted for by the view that reading involves motiva-
tions arising from specific value systems which may not be fully shared by
the disadvantaged segment of socicty. On the other hand, arithmetic may
involve concrete acts. such as marketing and other natural counting situa-
tions, which are common to the entire socicty. In a report of work in
Prince Edward County. Virginia (Gordon, 1963), arithmetic scores were
similarly found to be less depressed than reading scores in the 7- to 10-year
age groups. These children, who had been deprived of formal education for
four years, arc thought to have developed simple arithmetic skills in their
evervdav chore experiences. These experiences did not, however. provide a
basis for the casual or incidental acquisition of reading skills.

If these assumptions arc correct, that reading and arithmetic skills vary
in the degree to which their acquisition is dependent upon experience, then
the Montague, Deutsch, and Gordon data would scem to support the ob-
servation that disadvantaged children tend to depend more on real life en-
counters than on symbolic experience in developing ideas and skills. In a
study by Siller (1957). however, this view is subjected to closer examina-
tion. Studving 181 white sixth-graders he found that higher status children
scored higher than lower status children on all tests of conceptual ability;
showed a greater tendency toward abstraction 1in making choices between
tvpes of definitions than lower status children; and when matched with
lower status children on nonverbal tests. scored higher than their counter-
parts on verbal tests. Had Siller stopped there, his findings would confirm
the impressions of others. When. however. the groups were matched on the
basis of 10 scores, none of the differences remained. Thus, while there is a
considerable body of evidence to support the statement that lower status
children tend to prefer concrete to abstract frames of reference in dealing
with concepts and mastering certain skills, the origin and nature of this
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preference and its relationship to intelligence and the teaching-learning
process are vet to be established.

Among other characteristics, disadvantaged children have been noted by
several investigators and observers to demonstrate perceptual styles and
perceptual habits which are either inadequate or irrelevant to the demands
of academic efhiciency. Although high levels of perceptual awareness and
discrimination are often present, these skills tend to be better developed in
physical behavior than in visual behavior and in visual behavior than in
aural behavior (Riessman, 1902). Probably the most significant character-
istic in this area is the extent to which these children fail to develop a high
degree of dependence on the standard verbal and wntten language forms
for learning. Many of the children simply have not adopted the modes of
listening and speaking which are traditional to 2nd necessary for success in
school.

The extent to which patterns of perception and expression differ among
children of different backgrounds is weil documented. In his study of re-
tarded, average, and gifted children, Jensen (1963) concluded that many
children viewed as retarded have merely failed to learn to use the language
in a manner which facilitates school learning. Earlier, Carson (1960) found
white children superior to Negroes and northern Negroes superior to south-
ern Negroes when it came to understanding the meanings of words used in
communication. In a study of children’s use of time. in which the children
told their own stories, LeShan (1932) found that time orientation varies
with social class and that middle- and upper-class children told stories 1n-
volving a more prolonged period of time than did lower-class children.
Riessman (1962) includes slowness as a feature of the cognitive functioning
of disadvantaged voungsters. This conclusion was arrived at by Davidson
about 10 vears carlier (1950) on finding differences in speed of response to
be primarily responsible for racial differences in 1@ scores estimated by
timed performance tests. Deutsch (1965) found lower-class children rela-
tively poorer in recognizing similarities and differences between things seen
and heard, and in the formation of phrases and sentences. Earlier (1960), he
had found these children inferior to a middle-class control group on tasks
requiring concentration and persistence.
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Many of the children with whom we are concerned show a marked lack
of involvement with, attention to, and concentration on the content of
their academic experiences. There are few academic tasks which commit
them to deep involvement. Their work habits are frequently poor. Because
of the high interest demands of their nonacademic experiences and the rela-
tively low interest demands of academic experiences, they frequently are
limited in their ability to control their responses to those things in the en-
vironmeiit which are extraneous to academic learning and less inclined to
respond to those which are pertinent to academic learning. Deutsch re-
ported that lower-class children tend to ignere difficult problems witha “‘so
what” attitude, and as a result they learn less.

Moreover, several investigators have found that socially disadvantaged
children are less highly motivated and have lower aspirations for academic
and vocational achievement than do their middle- and upper-class school
peers. Not only is motivation likely to be lower but it is likely to be di-
rected toward goals inconsistent with the demands and the goals of formal
cducation. This depressed level of aspiration is usually consistent with the
child’s perceptions of the opportunities and rewards available to him. Sym-
bolic 1ewards and postponcments of gratification appear to have little value
as motivators of achievement. For disadvantaged children goals tend to be
self-centered, immediate, and utilitarian, just as they are for the dominant
culture. However, children growing up under more privileged circum-
stances have many sources of immediate satisfaction and immediate feed-
back available as well as evidences of the utilitarian value of academic ef-
fort. The differences between the privileged and the disadvantaged in this
arca arc not so much in values as in the circumstances under which the val-
ues are called into play. Although the values from which motivation is de-
rived in the disadvantaged child scem to reflect the dominant-culture con-
cern with status, maierial possessions, ingroup morality, Judeo-Christian
ethics, and compctition, there is usually a lack of concern with the aesthet-
ics of knowledge, symbolism asan art form, introspection, and competition
with onc’s sclf. In other words, dominant socictal goals and values exist
among the disadvantaged but the direction taken and the context in which
they operate may not be complementary to academic achievement.
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Rosen (1956), observing a relationship between high motivation and
P b I o

high grades, concluded that middle-class children are more likely to be
taught the motives and values which make achievement possible. Similarly,
in Gould’s study (1941), only the sons who fully adopted their parents’ vzl-
ues of aspiration were sufficiently motivated to overcome obstacles which
faced them in school. Bernstein (1960) found concern with achievement
resulting from parental demands for success to be @ more important moti-
vational factor among middle-class than among lower-class children.

Attitudinal factors are closly related to these motivational factors, and
these too are often a source of problems in educational planning for disad-
vantaged children. Hicronymus (1951) found that higher sociocconomic
status was correlated with a high level of aspiration and positive attitudes
toward school, while negative attitudes toward school and lower levels of
aspiration were more frequently encountered in lower sociocconomic status
groups. Sewell's (1957) finding that class values tend to greatly influence
educational aspirations in a manaer favoring the middle and upper classes
is consistent with the carlier work in this ficld.

A number of observers have noted utilitarian attitudes toward knowl-
cdge in this population and negative attitudes toward the pure pursuit of
knowledge. Many of these children and their parents view education pri-
marily in terms of its job market value and their orientation is pointed to-
ward achieving the minimum level of education commensurate with em-
ployability. Carroll (1945) sces the lower-class ideal self as characterized by
personal bea ..y and fame, in contrast to the moral and intellectuai quali-
ties which are thought to characterize the ideal self of middle-class children.

As important as these attitudes toward school and learning may be. 1t 13
in the arca of attitude toward sclf and others that the crucial determinants
of achievement and upward mobility mav lie, and it is in these arcas that
our da- vare least clear. It has been observed by some investigators that dis-
advantaged children show an aflinity for ingroup members and demon-
strate distaste for or even hostility toward representatives of outgroups,
whether in peer or nonpeer relationships. By contrast, other obsery ers have
noted the high degree of respect and awe in which these children hold se-
lected outgroup status persons or idealized models. Tendencies toward self-
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depreciation and depressed self-concepts have been noted by scveral ob-
servers (Dreger, 1960; Keller. 1963 Silverman, 1963). Goff (1954) found
that lower-class children have more feclings of inadequacy i school than
do children from the nuddle class. On the other hand. some recent findings
(Gordon, 1965) suggest that depressed sclf-concept is not so prevalent a
condition, and that even where it is present it may have little negative
bearing on achievement. In fact, it is entirely possible that positive or nega-
tive feelings of self-worth may operate respectively to depress or accelerate
achicvement. Furthermore, it is in this arca that rapidly changing national
and world situations involving underdeveloped peoples are likely to be
most influential, and it is difficult to predict the ultmate effect of these
altered situations on self-perception and behavioral change. Our knowl-
edge and even our hunches are as yet limited. But it is around these chang-
ing situations that the school may vet find a support on which to lever up
motivation, aspiration. and involvement. There is growing empirical evi-
dence that voung people actively associated with the current civil rights
movement draw from their involvement in that struggle a new source of
motivation and an enhanced view of themselves (Coles, 1963). The m-
pression is gained that these experiences are reflected in greater application
of effort to and greater achievement in academic endeavors. The evidence
for this improvement is less clear, vet there can be little doubt that atu-
tudes toward sclf and toward the environment in relation to self are crucial
variables in academic as well as in social and emotional learning situations.

It is noteworthy that much of the work done on the characteristics of
disadvantaged cialdren has focused on thetr weaknesses. deficits. or fimita-
tions. With the notable exception of Riessman (1962), attempts at identifi-
cation of positive characteristics or strengths in this population are hard to
find. However, even in Riessman's treatment there is a tendency to roman-
ticize these characteristics. This may be a more serious error than to ignore
them. It is essential that we begin to identify as assets those behaviors and
conditions which can be utilized and built upon for the purposes of educa-
tional improvement. It is extremely important to recognize that selective
motivation, creativity, and proficiency are present i this population, and,
as Riessman has consistently stressed, if we look for these characteristics in
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their traditional form and along traditionally academic dimensions, we
shall merely insure that they not be found. These children, like others, are
motivated by some factors. They show creativity in some situations. They
are proficient at some taslzs and under some conditions.

In contrast to the generally accepted idea that language is inadequate in
disadvantaged populations is the fact that there exist in these populatiens
quite complex languages. The form in which the language is expressed may
not be verbal nor may the specific symbols be consistent with those nor-
mally used by the dominant culture. But the presence of a language ade-
quate to the needs of the culture in which it has developed should not be
ignored. The important question then becomes one of not whether lan-
guage exists, but to what extent a given language system may be utilized
in understanding and managing complex technical problems. If the facts,
relationships, and ideas of science and philosophy cannot be expressed in
forms capable of incorporation into the language system in question, then
that language is inadequate to the demands of contemporary educational
processes. To date, investigations into the utilitarian dimensions of diver-
gent language patterns have not been conducted.

Our research has established the fact of language differences (Deutsch,
1963, 1965; Jensen, 1963; John and Goldstein, 1964), and in addition we
know something of the nature of these differences. The Bernstein work
(1961, 1962), referred to earlier, characterized lower-class language as re-
stricted and middle-class language as elaborated. Strodtbeck (1964) has de-
scribed circumstances under which such language patterns may develop
and be perpetuated. He attributes the elaborated language style of the
middle-class family to the fact that there is greater sharing in the family
decision making process by both parents in these families than in lower-
class families. Restricted language, on the other hand, develops as a prod-
uct of unilateral decision making in the lower-class home. In a situation in-
volving equality and conflict of ideas in family decision making, the child
learns at an early age to be sensitive to language as a vehicle for the elabora-
tion of ideas. Where the opposite situation exists, the child develops a sensi-
tivity to language as a vehicle for the communication of signals or direc-
tions.
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The findings of C. Deutsch (1964), that there are significant class differ-
ences in the time spent in parent-child communication, are also related to
the differences in language usage between social classes. Her data indicate
that the length of such communication is considerably shorter for lower-
class than for middle-class subjects. This difference has been viewed as a
handicap, but it may be that given a different instructional method this
tendency toward brief verbal exchanges could be turned to the advantage
of the learner.

Much of our knowledge concerning children from socially disadvantaged
backgrounds has been drawn by inference from the wide literature on juve-
nile delinquency. Sensitive analysis of this literature leads to an awareness
of several other characteristics of this population. One cannot study the lit-
erature on boys’ gangs or juvenile offenders without coming to the conclu-
sion that these youngsters are ingenious and resourceful in pursuing self-
selected goals and in coping with very difficult and complex conditions of
life. This kind of behavior reflects accuracy of perception and generaliza-
tion around a variety of social, psychological, and physical phenomena. It
is at once obvious that these children are capable of meaningful and loyal
personal relationships, and they operate with an ingroup morality that sur-
passes that of some of the more privileged segments of seriet . In many sit-
uations where the learning task flows from farailiar experiences and 1s im-
portant for the pupils’ self-selected goal, operations like memory, recall,
generalization, computation, and symbolic representation have been dem-
onstrated to be functionally adequate.

Now all of these studies concerned with disadvantaged children have
stressed the delineation of characteristics thought to be peculiar to this
group. Considerable attention has been given to the projection of “‘need-
ed” changes in this population with the research effort more often directed
at the question of whether the change can be made and measured rather
than to such questions as: Is a change needed? If needed, what is the nature
of that change? What is its relevance to the learning process? By what
mechanisms are such changes achieved?

In an earlier period, our studies of disadvantaged children followed the
example of much of the research relating to children in general—that of
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emphasizing emotional or personal social development. This work has been
replaced by studies emphasizing intellectual development. In both cases
less attention 1s given to developmental sequence than is devoted to com-
paring the status of emotional or intellectual development in the disad-
vantaged child with that in more privileged children. But the nature of
these functions, their idiosyncratic patterns, and the courses and mecha-
nisms by which they develop have largely been ignored. This research is
also limited by the absence of concern for the study of the emotional and
intellectual dimensions of learning as a single process. Noteworthy excep-
tions to this are the investigations of the academic performance of Negro
students under varying conditions by Katz (196.4) and the very sensitive
description of cducation in an American Indian community by M. and R.
Wax and R. V. Dumont (1964).

The second area to which research attention has been directed is the en-
vironment. Studies of environmental influences have consisted largely of a
cataloging of the factors in homes and communities from which disad-
vantaged children come that may interfere with normal school achieve-
ment. These studies have often been conducted with the ultimate aim of
incorporating knowledge obtained from them into the training of school
personnel so that they may “‘understand” the culture and values of their
pupils. The simultaneous occurrence of certain conditions of life, certain
population characteristics, and poor school adjustment has been interpret-
ed as indicating a causal relationship between these factors. The evidence,
however, supports only the conclusion that these phenomena are corre-
lated. These studies, while they may have social-anthropological value, are
of questionable use in planning educational programs for these children. It
is probably true that adverse conditions of life do not facilitate academic
achievement in most children, but we have no firm evidence that such con-
ditions preclude academic success. In fact, there are suflicient cases of suc-
cess despite adverse conditions to make untenable the conclusion that difh-
cult life circumstances prevent success in school. Insufficient attention has
been given to the fact that many “‘normal’ and well-functioning individ-
uals have equally adverse circumstances in their lives. There are many good
reasons for improving the living conditions of the disadvantaged, and rhere
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is certainly no good excuse for an affluent society to fail to do so. But a con-
cern on the part of the school for improved conditions of life for its pupils
should not be substituted for a primary concern with the teaching-learning
process as it relates to the individual. It is the individual, his potential for
learning, and the sources of his behavior as a learner that represent the
third focus of research attention.

Models from special education and interactionist theory

Serious concern with the problems of individual differences in intelligence
and learning ability is a relatively recent phenomenon. Around the turn of
the century Binet advanced the position that several aspects of intellectual
function could be trained. His concern with the ability to train intelligence
led him to argue for special instructional procedures designed to strengthen
certain aspects of intellectual function that seemed less well developed than
others. An interest in the need for classification procedures by which chil-
dren could be grouped 1n school and, later, men could be selected and
grouped for mulitary training, led to the subversion or neglect of Binet’s
carlier concern for modifying inteliectual development. Following World
War I, psychologists in the United States became so preoccupied with
problems of the quantification of intellectual function, diagnostic classifi-
cation, and treatment within the narrow confines of psychoanalytic theory
that this carlier concern with the ability to train intelligence was ignored.
Despite the parallel and prophetic model reflected in Montessori’s work
with slum children, these 1deas, born more of optimistic and humanitarian
atritudes than of scientific knowledge, lay almost dormant until very recent
years.

Resurgence of interest in the ability to train the intellect and in the grad-
uated step-by-step development of intellectual functions grew out of seri-
ous concern with the educational problems of mentally, physically, or neu-
rologically handicapped people. With the strongest push coming from the
works of Strauss and Kephart (19535), Kirk (1958), Gallagher (1958),
rlacusserman (1958), and Birch (1964), educators began to be sensitive to
the possibility that subnormal mtellectual function did not necessarily re-
flect subnormal intellectual potential. In fact, these special educational ef-

23



2. Pupil characteristics and theoretical bases for compensatory education

forts with handicapped children produced results which in large measure
began to change some of our concepts of intellectual function and the role
of educational experience.

Given the special education model, and some success in its application to
children with brain injuries and cerebral palsy, some educators have begun
to build compensatory education programs for the disadvantaged child
based on learning experiences designed to compensate for or circumvent
certain 1dentifiable o1 alleged deficiences in function. Educators utilizing
this model have not bothered to argue the origins of the functional state
but have set about developing experiences by which that state may be im-
proved. Still others, sensitive to the political implications of accepting
a theory based upon alleged deficiences, have made a major point of placing
emphasis on the deficiencies which exist in the schools. This latter group
insists that differential achievement is only a reflection of these school-
based inadequacies. Both of these positions are reflected in the programs
and practices which represent the major contemporary efforts at modifying
the teaching-lcarning process.

Behind all these efforts and, indeed, implicit to the process of education
itself, particularly of compensatory education for special groups, is the as-
sumption that the form taken by behavioral organization, including intel-
lectual function, can be predicted, can be directed, and can be modified.
Much of our educational practice however has reflected a commitment to
the assumption that behavior is predetermined and generally limited in 1ts
form and quality by the intrinsic characteristics of the learner. The prev-
alence of such an assumption may account for some of the emphases in tra-
ditional educational practice that have left large numbers of disadvantaged
children undereducated. Belief in the importance of intrinsic determinants
of development could account for a prevailing laissez-faire attitude toward
the training and development of intelligence which has prevailed in tradi-
tional approaches to education. This belicf, combined with the view that
the quality of intellectual function is fixed, may account for the exagger-
ated emphasis on the predictive value of tests, and {or a monitoring ap-
proach as opposed to a stimulating approach to academic and social reads-
ness. Commitment to these ideas and practices has tended to restrict the
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teaching-learning process and has led to a humanistic exhortation approach
to the training of teachers as opposed to the development and teaching of
a science of pedagogy.

Although cducational practice is dominated by the influence of these
carlier views of the origin and nature of intelligence, few scholars are anx-
ious to defend the classical instinct theory from which these views have de-
veloped. Theoretical support for assumptions based on theories of instinc-
tive behavior and genctic limitations is less often found in contemporary
writings than in those of an carlier period. It is encouraging to note the in-
creasing influence of the imteractionist views of behavioral and intellectual
development as advanced by Turkewitz, Gordon, and Birch (1965), Hunt
(1961), and Sells (1963) on the current cffort being directed toward the
education of the disadvantaged.

Theories of behavior may be divided between those which advance a
projective view and those which are based upon a reflectional or interactive
view of the mechanisms underlying behavioral organization. In the projec-
tive view, predetermined patterns within the individual are thought to be
released by certain forms of sumulation and are projected into the be-
havior of the individual where their specific form is facilitated or inhibited
by environmental factors. Among persons adhering to this position, empha-
sis is given to hypotheses which assume the presence in the individual of
intrinsic drives which existed prior to and independently of life experi-
ences. These drives are seen as the basic forces in the determination of be-
bavior. Certain behavioral patterns are scen as pre-formed, stored, and
waiting for the proper time and condition for emergence. Capacities and
traits are scen as determined by these intrinsic factors which can be only
somewhat modified by the environment. The fundamental character of
patterned behavior then is seen as genetically established and bound. En-
vironmental forces arc belicved to influence the organization of behavior
by determining the directions taken by the primary energies and drives;
the environmental objects to which they become attached; and the specific
time and form in which they will emerge.

On the other hand, the interactionist or reflectional position holds that
all organized patterned behaviors are reflecuons of the interaction between
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living things and their environnier ¢. Encounters with the environment are
seen as the crucial determinants and molders of the patterned behavior of
the individual. Specific events and circumstances are thought to cause be-
havior or to mediate behavioral expression rather than to cause the release
of certain behavior patterns. All organized patterned behaviors are seen to
exist only as a result of sensory input flowing from encounters of the indi-
vidual and the environment. Behavioral potentials are said to be genetical-
ly seeded in the sense that the individual’'s physical characteristics provide
the basis for certain types of responses. These biologicai characteristics are
largely determined by the natur: of the genes, but the behavioral patterns,
behavioral characteristics. and quality of functions are determined by in-
teractions between the individual and his environment. The nature of these
interactions are critical for the form and pattern that behavior wili take.

Implicit to the interactionist position is the ssuir ption that change is
possible. It follows that educational intervention functions as more than a
catalyst for the sumulation and release of latent potentials. Without reject-
ing the maieutic character of many good learning experiences. this position
suggests that learning experience appropriate to given characteristics of the
individua: can produce certain potentials. An interactionist position with
respect to the organization of behavior leads one to view the developmental
piocess as malleable, to regard intelligence as nonstatic and variable, to see
motives and attitudes as determined and modifiable by experience, and to
recognize all achievement as the product of the individual's characteristics
in continuous and dvnamic interaction with those elements of the environ-
ment which are effective at a given time. Unfortunately this view lends 1t-
self to colloquial interpretations which reflect vuigar environmentalisi.
Too often the basic concept is interpreted to mean that through the ma-
nipulation of the environment infinite modifications are possible. But as
significant as are these experiences in the environment, it must be remem-
bered that development, according to this view. is the result of the inter-
action between these two forces. Behavioral products may be enhanced or
limited by either, or by the interference with or compensaticn for one by
the other of the two forces.

Given the problems inherent in munipulation of the human organism,




the most available evidence on the impact of intervention in the des clop-
mental process comes from studies involving environmental manipulation.
The Klineberg (1963) studies support the view that intelligence test scores
can be changed by changes in the environment such as migration, accultu-
ration, and adequate educational programs. In a study of Negro children
migrating from states in the South to Philadelphia, Lee (1961) found that
intelligence test scores improved significantly and steadily with length of
residence 1n that northern city, where the quality of education was su-
perior to that previously experienced. Clark (1954) reports the reverse of
these findings when Negro children moved from schools in the South to a
northern city where de facto segregation and other problems resulted in
their exposure to educational experiences of poorer quality in the North
than those which had been available to them in the South. Davis (1963)
attributed a 10-point increase in the measured 10 of Negro children in Chi-
cago and Philadelphia over a period of five vears simplv to acculturation.
The mtelligence and reading readiness scores of a group of Negro children
in Tennessee are reported by Brazziel and Terrell (1962) to have been
raised to national norms as a result of a six-week enrichment program con-
sisting of exposure to reading readiness materials, training in perceptual
diccrimination, vocabulary building, verbal reasoning, and training in fol-
lowing directions for the children. together with a series of informational
and supportive conferences with parents. A limited number of systematic
cvaluations of programs of compensatory education show that many forms
of environmental and educational intervention appear to be accompanied
by improved functioning for large numbers of the children served.

The work of Pasamanick and Knobloch (1958) suggests further that en-
vironmental conditions less conducive to wholesome physical development
arc not only reflected in impaired health, but in behavioral sequelac as
well 1t is not unexpected that they find that where maternal health and
prenatai care are poor, where obstetrical “crvice is inadequate. where post-
natal care is deficient. and provision for child care is precarious. the inci-
dence of neurologic defects, of childhood illnesses and disorders, of behavior
disorders, and of learning disabilitics or inefficiencies is high. Implicit to
these findings is the assumption that if the social and phvsical conditions of
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life were improved, intellectual and social function would improve as well.
Interventions directed at changing the environment and the experience of
the individual can result in changed behavior. These changes in hfe condi-
tions result in changes in function which could not have been predicted by
the assumption that the quality of the individual's function is intrinsically
determined and bound.

Lest we become oo optimistic and mechanical in our approach, 1t 1s im-
portant to recognize that there are a few studies and numerous programs
which seem to result in no demonstrable change in behavior or achieve-
ment as a result of what may appear to have been massive interventions. It
is likely that many of these efforts do not apply to the crucial determinants
of behavior. are applied in insufficient concentrations, or represent inap-
propriate combinations of remedial services. Evidence mounts to support
the view that in many situations in which necessary or essential behavioral
determinants are present and available, these deternunants mav not pro-
duce conditions that are sufficient for the achievement of certain behavioral
results.

It 1s anticipated that several changes will result from improved educa-
tional facilitics and equal educational opportupity. Among these changes
will be improved school achievement, improved social development, and
greater upward mobility. For these and other reasons the civil rights strug-
gle has focused so sharply on education. Keppel (1964) has pointed to the
contribution to the advancement of education made by the national hu-
man rights effort. Although Negro children do not constitute the largest
segment of the poverty-stricken population in this country, thev have
come to represent one of the major focuses of attention in the antipoverty
and compensatory education cfforts. It is from cur experience with educa-
tional efforts directed at Negro children, particularly in recently descgre-
gated settings, that we also get encouraging but sobering findings that face
us with some of the most challenging problems in compensatory education.
Svstematic study of the impact of desegregation and improved educational
opportunuty is limited. While one is encouraged by reported gains on the
part of Negro students with no loss on the part or white students (Souzhern
School News, 1960), it is in these improved situations that the difference




between conditions which are desirable, necessary, and even essential, and
those which are suflicient is highlighted.

In the few available studies it is clear that improved opportunities for
cducation which have paralleled school desegregation efforts have resulted
in improved school achievement for Negro pupils. In his study of school
achievement in the Louisville public schools, Stallings (1959) found gains
in median scores for all grades tested. The degree of improvement in
achicvement levels over the vear prior to school desegregation was greater
for Negro pupils than for white pupils. However, the Negro pupils level of
achievement did not cqual that of the white pupils. The analysis of aca-
demic progress in schools in the District of Columbia following desegrega-
tion (Hansen, 1960) shows consistent gairs for the Negro pupils. This analy-
sis also shows some initial decline for white pupils, followed by a return to
previous rates of academic achievement. The achievement level for white
pupils, however, remained somewhat in advance of that for Negro pupils.
Reporting on experiences in a North Carolina school system, Day (1963)
indicated that Negro pupils in the desegregated schools of that system had
failed to keep pace with their white classmates. The picture is one of
achicvement gain following improved opportunity. But it is not at all clear
that these gains result from the simple act of desegregation, since in most
instances covered by these reports, Negro pupils remained in largely segre-
gated settings. In fact, Stallings (1959) found greater gains when Negro
pupils remained with Negro teachers and, incidentally, in segregated class
groupings. Of even greater significance to those concerned with cquality of
cducational achicvement is the fact that, as groups, Negro pupils continue
to be academically outdistanced by their white counterparts despite 1m-
provements in educational opportunities and desegregation cfforts.

When sclected populations are studied, results of improved opportunity
arc more cncouraging. The Demonstration Guidance Project (1956-62)
findings suggest that improved educational opportunity, even under con-
ditions of de facto scgregation, result in substantial gains for Negro pupils
chosen from the upper fiftieth percentile. Similarly, the benehiciaries of
services from the National Scholarship Service and Fund for Negro Stu-
dents were found to far exceed norms for completion of college and were
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effective in competition with other students in predominantly white insti-
tutions. If one is willing to accept success (completion of high school or col-
lege) rather than excellence as the criterion, it 1s clear that, given improved
opportunity, many disadvantaged youth can make the grade in academic
achievement.

There are two parallel demands being made of the public school. One is
the increasing demand for the development of academic excellence in large
numbers of pupils. The second and more pervasive demand is for academic
competence in all pupils. As we have indicated, the civil rights focus on
racial integration in education and equality of educational achievement is
part of this dual demand. In response to this demand communities and
school systems across the country have begun to develop programs de-
signed to meet the needs of the heretofore undereducated. In many in-
stances they are identifying important and necessary ingredients for that
effort. In the descriptions of programs and practices that follow, it will be
observed that a wide variety of innovations and adjustments are being
undertaken. The talents and energies of school people are being directed
at this problem with a vengeance. That their efforts include desirable, nec-
essary, and even essential changes is not questioned. However, many of the
fundamental questions involving ideal educational programs for the dis-
advantaged remain unanswered, for there has been an urgency in the situa-
tion that could not wait for definitive answers. The translation of these
efforts into procedures and programs which are sufficient to meet the needs
of disadvantaged populations in a rapidly advancing society is one of the
central educational problems of the current period.
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As the most casual perusal of the daily newspapers makes clear, the newly
aroused concern about providing adequate educational opportunity for the
disadvantaged is gencrating compensatory programs at an ever accelerating
rate. The increasing availability of federal government financing. and the
increasing, though reluctant, awareness on the part of tax-paving property
owners that stinting on school budgets is ulumately a poor economy., is en-
couraging more and more local school boards to take a fresh look at those
pupils whom they have, until now, too often dealt with as a problem rather
than as a challenge.

Number, distribution, and nature of programs

The summer 1965 Project Head Start operation that provided an mtraduc-
tion to learning to 560,000 children in 13.000 centers in over 2.500 com-
munitics across the country, focused national attention on the need to re-
evaluate an assumption implicit in most conventional school programs—
that we can afford to deal with all children as if they were equally prepared
to begin school. And, at the other end of the educational track. the recent
alarming figures on joblessness among teen-agers, particularly Negro teen-
agers, has brought into focus the extent of the school’s failurc to prepare
for work those whom it has the responsibility for educating.

In responsc to the pressure to do something, educators have 1aounted a
great variety of special educationai programs —generally classified as com-
pensatory. In this study, the initial survey turned up programs of com-
pensatory education in 108 communitics. Witk the exception of the large
midwestern citics, these programs were heavily concentrated in the muddle
Atlantic and the far western regions, and notably sparse m the extreme
Northwest and in the South. But figures on the number of participating
citics, on the numbers of programs, and cven on geographical distribution
are subject to a high degree of error. The first source of crror is the speed
with which programs are being generated, even as this book goes to press.
Of the 76 programs for which starting dates were available after responses
to the first survey, 95 percent were begun since 1960 and 43 percent had
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been initiated in the school year 1963-64. Data subsequently received have
doubled the number of cities participating and have generally related to
programs of even more recent vintage. Moreover, the pace is accelerating.

The heavy concentration of programs in the muddle Atlantic and far
western states is influenced by statewide programs in New York and Cali-
fornia, as well as by cutstanding programs in Pennsylvania, Maryland,
Connecticut, and Washington, D.C. In New York, the State Education
Department has sponsored and helped to finance four separate types of
programs, designated as Project Able, Talent Search, step, and Re-entry.
These programs currently function in more than 100 communities, both
small and large, throughout the state. In California, the state legislature
passed a compensatory education bill familiarly known as the McAteer
Act. The Act helped 24 communities mount two-year pilot programs of
compensatory education, and the results have been used to plan a compre-
hensive statewide attack on the school problems of the disadvantaged chil-
dren in that state. Geographic distribution is also affected by the popula-
tions involved. The heavy concentration of programs on the East Coast
and West Coast, with pockets of big-city activity in between, reflects
national population distribution with fair accuracy, and it further reflects
some special population problems of these areas with their high proportion
of munority groups, recent in-migrants, or both. This is not to say that
problems of disadvantage do not exist everywhere, but rather that in some
arcas they have scemed less urgent, or, because they are less concentrated,
they have been less readily observed.

As for the relative quiescence of the South, that may well be a deception.
Aside from the work of the Southern Association of Colleges and Secondary
Schools, the Appalachian Volunteers, and the North Carolina Fund which
are sponsoring a number of projects to improve education and educational
opportunity in various areas of the South, there is some evidence that in a
number of communities in the South, efforts are quietly being made to im-
prove the educational lot of Negroes and the less privileged whites. For
reasons of political expediency, school administrators in the South are often
reluctant to publicize these efforts.

Even if it were possible to determine at any given moment, just how
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many cities were engaged in some kind of compensatory activity, it would
still be impossible to determine the precise number of programs that are
functioning. In many cities, pz-ticularly in large metropolitan school dis-
tricts, there are at this momznt numbers of innovations and modifications,
trial and error experiments, and specifically experimental interventions,
going on simultaneously 1n one or more classrooms, schools, or districts. In
a city like Beeron, where a variety of school and community projects have
been linked under a single titnlar umbrella—Action for Boston Commu-
nity Development (aBcp) —it is possible to speak of a *‘compensatory pro-
gram.” In Wilmington, Delaware, on the other hand, an already com-
pleted three-year project on Schools in Changing Neighborhoods has left
results of compensatory activity in various areas throughout the city, most
of which are not definable as specific programs. It therefore becomes mis-
leading to talk of programs, for these programs represent only a part of the
extensive experimentation which is actually going on. Indeed, there are
several large cities to which one could apply Havighurst’s' description of
compensatory education in Chicago: *‘There is probably not a single sug-
gestion made anywhere in the country for the improvement of the educa-
tional program for such children that is not being tried out, within the limits
of available resources, in some Chicago school.”

In some places everything is being tried. It does riot necessarily follow
that in every place something is being tried. However, given the current
emphasis on educational compensation, there is probably no community of
any size with a substantial population of socially disadvantaged children
that 1s not giving at least lip service to the provision of some special services
to that population. But it is well to keep in mind that changes planned or
put into effect in a school district under the name of compensatory educa-
tion, may represent nothing more than an equalization of services tor a
population that had previously been stinted, often because of budgeting
practices which discriminated agains®. schools in the poorer sections of the
community. Consequently, while 1t is misleading to speak only of pro-

1. Robert J. Havighurst, The Public Schools of Chicago; a Survey. Chicago: The Board of Education of
the City of Chicago, 1964, 499 pp.

33




3. The status of compensatory education

grams, it is cqually misleading to accept at face value every modification
in local practice which a community may itself define as compensatory.

While this is, then, a survey of programs, it is also a compendium of
practices. It is an attempt to cover the ground at least once—to examine
the variety of practices, whether they are combined into programs or not,
that are being explored in various arcas of the country. What all these pro-
grams and practices have in common is a dual goal —remedial work and
prevention. They are remedial in that they attempt to fill gaps, whether
social, cultural, or academic, in a child’s total experience; they are pre-
ventive in that by doing so they aim to forestall either an initial or a con-
tinuing failure in school, and, by extension, in later life.

In size and scope the programs vary widely from place to place through-
out the country. This is to some extent a reflection of population varicty —
problems of disadvantage arc differo~t qualitatively as well as quantita-
tively in a Maine hamlet and in a nudwestern metropolis. But even when
populations—and presumably problems—arc somewhat comparable, the
approaches toward altering an unsatistactory status quo show wide varia-
tion. This is partly because any program is always limited by the resources,
both human and financial, available to the community, and —no less sig-
nificant—partly because program dircction and emphasis are always sub-
ject to the judgments of those responsible for the best utilization of these
resources. In some projects every suitable school in a district is involved
and resources are so thinly spread as to severely restrict the likeliliood of
measurable student change. In other school districts, available resources
have been heavily concentrated to serve, in depth, a smaller number of
students.

Comparisons of overall program costs, as well as per pupil costs have
proved diflicult to make. Basic per pupil allouments vary widely from com-
munity to community so that no fundamental preprogram equivalence can
be established. Where a program 1s clearly based on a grant from the fed-
eral or state government or a private foundation, with or without match-
ing funds from the school district, it is possible to speak of a $20,000 pro-
gram or a per pupil cost of $30. But even under these circumstances once
must reckon with the fact that in a number of metropolitan school dis-
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tricts extra funds for equipment, or staffing, or both, are available to cer-
tain schools on the basis of special formulas which take population differ-
ences into account. New York City’s Special Service Schools and Minne-
apolis’ practice of staffing on the basis of the socioeconomic index are ex-
amples of these. Whether or not the additional funds represented by these
practices should be included in calculating program costs at one of these
schools 1s one of the questions which makes financial comparisons so diffi-
cult. On the basis of per pupil costs reported, there are programs, such as
the St. Louis (Mo.) Banneker District program that have utilized no
funds in excess of normal school board expenditures and there are others
who have reported per pupil costs in excess of $250. In general, the fewer
the students the higher the per pupil costs. The validitv of such a state-
ment is, of course, dependent on similarity in the services provided. Where
a large number of services are added, costs will inevitably rise, but usually,
a large city school system will have personnel available, particularly in the
arcas of counseling, testing, and evaluation, who can perform functions for
which a small rural school will require the services of an outside consultant.

Most communities, in attempting to equalize educational opportunity,
have acknowledged that the less than equal current status of the disad-
vantaged pupil requires a more than equal quota of staff and services; and
the addition of extra personnel 1s an almost universal practice in compensa-
tory programs of any size. The extra personnel employed in project schools
have generally fallen into one of three categories: special instructional staff,
special service staff, and nonprofessional staff. While classroom teachers are
not, strictly speaking, special instructional personnel, th. addition of extra
teachers to the staff to reduce class size i1s a fundamental way in which ad-
ditional personnel have been used in compensatory programs. It isa funda-
mental way, and also an expensive way. As the California McAteer figures
show, in schools where teachers are paid $7,000 annually, it costs $42 per
pupil to reduce class size from 30 to 25. In many case< it has proved more
economical, in money and qualified personnel, to free experienced teachers
from specific classroom assignments and use them in a project school to
perform a variety of coordinative, supervisory, iesource, remedial, or other
functions. These teachers, designated 1n various programs as master teach-




3. The status of compensatory education

ers, coaching teachers, program teachers, helping teachers, and so on, are
used to backstop a number of less expert classroom teachers. The reorgani-
zation of existing personnel into teaching teams or other instructional
groups under the guidance of an exper: teacher as team leader is another
way of making maximum usc of inexperienced and experienced personnel.
One New York City program makes double use of its experiericed person-
nel. During school days seven full-time tcachers assigned to a Higher Hori-
zons school are available to help classroom teachers with curriculum «nd
guidance activities. They then take charge of an All-Day Neighborhoud
School program for two hours after school.

Curriculum specialists have been employed in a number of larger pro-
grams as a means of upgrading instruction in a particular subject area, pre-
dominantly in the language arts. The familiar remedial reading teacher has
given way in many instances to a rcading specialist whese function is to im-
prove gencrally the teaching of reading; or to a language arts specialist who
may provide additional services to teachers and pupils in the arcas of oral
language, literature, and creative writing. Speech therapists may be used,
as they are in Buffalo, to provide oral language assistance to all pupils in a
project school, rather than just to those with obvious speech defects. Bi-
lingual teachers are usuaily employed where there is a large population of
non-English-speaking children. In Merced (Calif.) a special language
teacher teaches Spamish to Mexican-American children. A librarian may be
added to a staff to provide literature enrichment and to enable a project
school to keep its library open for lenger hours.

Subject-matter specialists, particularly in the area of reading, often
serve as teacher trainers, conducting demonstration classes and providing
information on new materials and techniques in the area of their specialty.
But specialists may aiso conduct classes themsclves, particularly in the
areas of mathematics instruction and remedial mathematics, art, music, and
science. Special teachers in these arcas have been added 1o the staffs of a
number of schools involved in compensatory programs. Specialized super-
visory or administrative personnel are used as coordinators where a pro-
gram 1n a large city involves groups of tcachers, groups of classes, or even
groups of schools. Music and art consultants, subject supervisors, and cur-




riculum coordinators arc used to unify various project areas. New York
City has special coordinators who serve as curriculum assistants for teach-
ers of non-English-speaking children. Philadelphia has a “‘new-teacher”
consultant who aids in the orientation and support of newly appointed
stafl members. On a stll higher administrative level are the project con-
sultants, project directors, assistant principals, and other personnel who
are specially hired, promoted, or released from other duties in order to
oversec all activities in a project school or district,

The principal services for which nonteaching professional personnel are
added to a staff are in the areas of guidance and health, both physical and
mental. Guidance counsclors have been more frequently employed in com-
pensatory programs than any other single classification of personnel. Many
projects also have available the services of a psychologist, a psychiatrist, or
both, although this kind of professional personnel is rarely employed full-
time by any but the largest school programs. Hartford (Conn.) has a spe-
cial worker concerned with pupil adjustment, and there are several com-
munities in which a county welfare officer serves a project school in a guid-
ance capacity. Pittsburgh, which has made extensive use of the team ap-
proach in a variety of arcas has a mental health team oriented toward pre-
ventive care, consisting of a child psychiatrist, a psychiatric social worker,
a clinical psychologist, community casc aides, and a mental health coordi-
nator. St. Louis formed mobile “‘combat teams” of administrative assist-
ants, a guidance counselor, and a social worker to reduce high school ab-
sence and tardiness. These functions are usually the prerogative of the at-
tendance oflicer —often himself a new addition in project schools. Social
workers arc often hired to work with children, their families, or both, and
in many projects special personnel designated as home visitors, visiting
teachers, family workers, and so forth, are engaged for school-home liaison
work. Where health and dental services have not been available, or where
they have been inadequate for the special needs of disadvantaged children,
many programs have added full-time school nurses to the staff and arranged
to have available the services of a physician, a dental hygienist, or both,
when nceded.

Other specialized personnel are uulized where employment outside of
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the school is part of a compensatory prozram. In many dropout projects.
personnc] designated as job devy elopmenit specialists. job placement super-
visors, or work supervisors arc emploved both to find outside employment
for the students and to oversee them on the job. Other projects have em-
ploved speciansts i comirunication. [ Svracuse. the Madison Area Proj-
cct hired a public information coordmator to help tell its storv to he
neighborhood and he larger community. In another Svracuse project a
writer was hired to improve intrasiaff communications.

The increasing sericusness of the personnel shortage, parucularly in
schools serving disadvantaged areas, and the contunuing concern for devel-
oping emiplovment o wortunitics for persons of relatively limited traming,
has led 15 a strong movement in the disection of using nonprofessionals or
prepeofessionals 1n project schools. Philadelphia uses lay veople as school-
community cosrdinators. Many other communities have made use of class
mothers or other volunteer personnel as home visitors. Teachers i pre-

service iraming, student teachers. preteaching student assistants. and
teaching miterns have been used as teacher assistants in many programs.

The Kings County {Calif.) compensatory program has made use of social
welfare students from a local college to make home visits and develop proj-
ect-student sociai histones. The increasing interest v reschool programs
has exacerbated a chronic shartage of qualified teaci.cis in this specialty
and fed 1o the extensin e use of volunteer motliers., college students, or. as in
Fresno, Calforma. sumor high school students from the same projeci, in
the stafling of such programs. Putisburgh pavs project mothers as tcam
ardes i its team teaching program. College studenis. paid or volunteer.
have been used ma varieiy of tutering and study hall programs. aiong
with high school students. parents, and other community adults. Loy per-
sons heve taught classes for adulis in the evenngs in Detrort. In a number
of communities they have supervised after-school clubs and social and
recreational activitics. Berkelev, Washington, D.C..and New York City
ali have extesnsive programs utilizing the services of voluntecrs in supple-
menting and augmenting the school program. Lavman specialisis in cvery
kind of ficld have served as guest speakers or as consultants m specal edu-
cational or inspirational prograns,




The increasing popularity of volunteer personnel could casily be ex-
plained in financial terms alone. Extra professional personnel cos. money.
Indeed. in most projects. personnel costs represent the largest single item
in the budget. In the data reported for many of the programs there arc ob-
vious discrepancies between the personnel listed as involved in a special
program and the reported per pupil costs. There are two reasons for this.
In the first place, personnel may be listed who are simply available to the
program when neceded. but whose salaries are not reflected in the project
budget because they are already on the school staff. In the sccond place,
newly hired personnel may be hired for varving amounis of time. A psy-
chologist serving in a large program may be serving full time. A psycholo-
gist listed as serving a small program mav be giving only onc-fifth of his
ume. Consequently, personnel lists should always be looked on as indicat-
ing the kinds of services offered rather than their extent.

The amount of personnel time optimally required in a program —or. in-
deed, even the minimum personnel requirements—are clearly related to
program size. Many of the programs reported serve well under 100 pupils.
Jav (Maine) has a Practical Arts Course for Potential Dropouts. with an
carollment of 13. New York State sponsors programs that operate in a
number of small communities. In South New Berlin (N.Y.), a Talent
Scarch Program served 38 pupils and a step project served 7. On the
other hand, Detroit’s expanded Great Cities Project foi School Improve-
ment now serves 32,250 voungsters. New York City, with its great variety
of problems, meets them with an equal viriety of programs.

As an approach to discussing the various practices which have been uul-
1zed 1n meetng the educational problems of disadvantaged voungsters, we
have found 1t most uscful to group these under seven categories: teacher
recruntment and trainng. curricular mnovauon, reading and language de-
velopment, counseling and guidance, extracurricular inovation, parental
mvoly ement, and community involvement. These are the common strands
from which the fabric of compensatory cducation is woven. Though there
arc 2 number of programs which have focused on one or two of these ap-
proaches to the exclusion of the others. 1t should be understood that the
specific practices described in the following chapters often function as in
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terrelated parts of larger programs covering many phases of the relation-
ship between the school, the child, and the community. In the remainder
of this chapter we shall exam:ne two types of programs that do not yield so
readily to dissection: the drosout and the preschool programs.

School dropout programs

In one sense, all compensatory programs, because their aim 1s to provide a
successful school life for their participants, have dropout prevention as
their goal, and for all of them the motto might well be, ““The carlier the
better.” By the time a student has experienced consistent failure through
nine or ten grades of school, any program destgned to help him is bound to
be an emergency measure. Nevertheless, as the unemployment statistics
for dropouts clearly demonstrate, emergency measures wouid seem to be
necessary as long as there are youths reaching high school for whom the
school has as yet provided no incentiv e to graduate. The most immediately
practical of these emergz2ncy measures are the summer contact campaigns,
aimed at assuring the return to school in the fall of potential und recent
dropouts.

In the summer of 1963, President Kennedy set into motion a large-scale
program of this sort under the auspices of the United States Office of Edu-
cation. Aided by nationw:de publicity. the campaign focused on 63 of the
Jarger ¢i-1es through whose local guidance machinery 59.301 young people
were contacted. Following the identification through scheol records of
recent drepouts or studerts considered hikely to become dropouts. school
personnel (usually guidance counselors) phoned, wrote, ot personally vis-
ited the homes of these students urging a return to school 1n the fall and
enlisting the parents ina conpezative effort toachieve that end. In addition
to returning 51.5 percent of the students who were countacted to a school
affiliation, the program also succeeded in focusing the attention of the com-
nunities involved on the Jdimersions of the dropout problem and on the
factors which lead to dropping out. In fict, one of the by-products of the
campaign was the increased awareness o the part of the schools of their
own past failure to offer programs of sufficient flexibility and personal rele-
vance to prevent dropouts.
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In Baltimore, the local campaign utilized the services of 35 counselors
to contact the dropouts, and the school administration, by altering a num-
ber of organizational procedures, attempted to make school a more useful
and attractive place to those who indicated an interest in returning. The
goal was not always return to a regular school program, but rather to en-
courage the dropout to return to some kind of school affiliation where he
would be accessible to the personal concern of the school staff. In some
cases there were alterations in the curriculums offered; in other cases, stu-
dents were transferred to schools offering morc suitable programs or per-
mitted to make subject choices within the standard curriculum even
though such choices would not necessarily lead to graduation. For slower
learners the schools provided some employment in the school itself, polic-
1ng the school grounds, stockroom work, and so forth. Other communities
found that by adjusting time schedules to allow for employment or other
outside activity, young mothers as well as already emploved youths could
be returned to active school affiliation. In some cases, students were al-
lowed to devote their full school time to a single subject, for example, se-
medial reading or mathemarics. In general. there was an increased emphasis
in the modified school program on remedial help through special classes,
tutoring, and after-school study: sessions.

Pittsbucgh’s program at the Fi{h Avenue High School, a direct out-
growth of the summer 1963 campaign, provides for basic academic work in
the mornings and shop activities in the afternoon and is oriented toward
preparing 16- to 13-vear-old fermer dropouts for employment rather than
pushing thein toward graduation. Several local communities have contin-
ued with programs of summer or early fall guidance and counscling for
dropours. In 1964, a state-sponsored program of the same kind operated in
cight New York communitics. The program, called Re-entrv, was ex-
panded into 22 communitics in the summer of 1965.

Most drcpout programs that offer more than counseling add varving pro-
portions of three other ingredicats: job experience. job training, and aca-
demic work. Frequently the proportion of cach ingredient is determined
by the ages of the vouth involved. There is an indeterminate break-off
point, of course, where a dropout ceases to be a dropout and becomes sim-
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ply an unemployed and unemployable young adult for whom the task be-
comes one of acquiring sufficient basic competence and job skills to permit
him to find employment. Varicus manpower training programs, financed
through the Office of Manpower, Automation, and Training of the United
States Department of Labor; through the United States Department of
Health, Education, and Welfare; or, more recently, through the United
States Office of Economic Opportunity, are concerned with precisely this
population. While these programs are certainly providing compensatory
education, they do not really fall within the purview of this study. But
there are a number of schocl-based dropout programs, particularly those
aimed at the 16- to z1-year age bracket, which share this emphasis on 1m-
mediate job placement.

Philadelphia’s Manpower Defense Training Act-Youth Project provides
16- to 22-year-old youths with basic academic work and shop for 12 weeks,
followed by a maximum of 40 weeks of vocational training. Its goal is to
train out-of-work, out-of-school youth for immed:ate employment. In such
a program academic work 1s pursued in terms only of its relevance to em-
ployability.

Houston’s Multi-Occupational Youth Project, another Manpower De-
fense Training Act (MpTa) program has a similar crientation, combining
counseling and vocational training with such academic subjects as mathe-
matics and science added, only to the degree that they are specifically re-
lated to the occupation being pursued. The ripTa projects and similar pro-
grams are aimed at what some educators have called the “‘determined”
dropout, the youth for whom any return to school is out of the question.
In recognition of the fact that such a youth exists, but that he i1s by ro
means the only kind of dropout, a number of programs use a combined
approach that permits them, in a sense, to give in gracefully if a student 1s
determined to leave school, while maintaining their own orientation to-
ward urging further education. The Urban Youth Program in Chicago, fi-
nanced by the MpTa, offers the alternatives of a training and «raasition pro-
gram that concentrates on providing short-term training followed by full-
time employment in various low-skill occupations, or a work-study pro-
gram in which the youth spends approximately one-third of his time in




=]

school and two-thirds in a merchandising or clerical job. New York’s Proj-
ect IIT included both a job education program—a short-term pre-employ-
ment course followed by job placement and follow-up supervision —and an
cvening high school study program that offered job placement services but
also provided credit for evening school attendance as a substitute for part-
ume day school attendance.

Since no single approach to the dropout problem has yet demonstrated
its superiority, large metropolitan areas like New York and Chicago tend
to have not just one, but several dropout programs— preventive, remedial,
work-oriented, and school-oriented — operating simultaneously, as a means
of offering what they hope will be appropriate assistance to the diverse
problems represented among the dropouts. The distinctions among the pro-
grams are matters of educational emphasis, of organizational detail, or of
shades of difference between the goals they strive for. One program may
lean more heavily in the direction of preparation for work, another. toward
returning the dropout full-time to school. In Cleveland, fo: example, a pre-
employment Work-Study Program involves supervised work experience
for four hours a day and a school program emphasizing remedial work and
basic job-holding skilis. The Program, designed for self-recruited dropouts
who are under 2y years of age and have been out of school for six months
or more, begins with a six-+eck orientation course that terminates just as a
new school semester begins. New York City’s job counseling centers, on
the other hand, have as their stated goal a return to school for the dropout
either full-time or part-time with a job. These centers provide counseling,
tutoring, prevocational orientation, and vocational experience in “‘try-out”
shops. Whatever the differences in stated goals, most of the programs de-
signed for the already dropped-out student have a similar three-part pur-
pose: to contact the dropout and make him accessible to some kind of
training; to provide hum with the maximum amount of academic education
he will sit still for; and fisally, whether he does or does not return to formal
schooling, to provide him with sufhicient job-holding skills to make him
employable.

Frequently, the kinds of programs organized to attract dropouts back
1nto school vary little from the kinds of programs which are organized to
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keep them there in the first place. A number of dropout prevention pro-
grams have an introduction to, and preparation for, the world of work as
their primary focus. Many disadvantaged pupils abandon school not only
because they have failed there, but because its content seems to have no
relevance to their present or future lives. The werk-study type of program
is intended to cope with this sense of irrelevance. New Haven's Work-
Study Program is one of this kind. It provides ninth-grade pupils with a
morning school session followed by a period of counseling and two hours of
supervised work in the afternoons. New York State’s sTep project serves
potential dropouts who are at least 15 years of age with a similar program in
29 communities. A morning session involving two to four regular ciasses
and at least one period with a teacher coordinator is followed by an after-
noon of supervised work. The teacher coordinator wha provides work ori-
entation in the mornings is also responsible for job placement. In order to
assure sTEP students of employment where there are insufficient jobs in
private industry, the state provides stipends to pay them for work in tax-
supported agencies. The Youth Conservation Corps in Philadelphia com-
bines full-time summer work in the city parks with a school-year work-
study program. Participants receive school credit for their work. In Okla-
homa City, students at one high scheol who want to work may participate
in a cooperative training program in which the school work is fitted to their
employment schedule. They may attend adult day or night school, or regu-
lar high school in order to continue their education while working.

Kansas City has a specialized work-study program, now in its fifth year
of operztion, which is designed to test the effectiveness of an early work ex-
perience as a delinquency preventive. The students begin half-day work in
groups in the seventh grade, progress through a second work-study stage
involving individual work, and finally between the age of 16 to 18 move
into either full-time work or the regular school program. Work-experence
programs for slow learners, like those in Jay (Maine) and Livermore Falls
(Maine), and other communities are often designed with a special academic
track which will give the slower learner every opportunity to reinstate him-
self in the regular school program. Failing that, he is provided with suffi-
cient job skills and work experience to make him employable.
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To meet the need of the desperately poor, many of whom have tended to
drop out of school in order to help support their families, or because they
could not meet even the minimal scheol expenses, the Economic Oppor-
tunity Act of 1964 authorized the establishment of the Neighborhood
Youth Corps projects which are now in operation in 639 communities.
These projects are designed to permit 16- to 21-year-olds to stay in sck:ool,
full- or part-time, by providing them with remuneration for doing useful
community work in such capacities as teachers’ aides, playground attend-
ants, park maintenance people, or nurses’ aides.

In addition to programs that provide paid work for potential dropouts,
there are others which emphasize vocational training while maintaining the
youth in a full-time school program. These programs are difficult to distin-
guish from traditional vocational education programs. Indeed, some of the
programs now being called compensatory education or dropout prevention
programs are nothing more than updated (or not so updated) vocaticonal
education. They serve, under the least approprate circumstances, as a
dumping ground for students who are not rated bright enough for the aca-
demic track. These programs are unlikely either to prepare the student for
real work or to prevent his dropping out. However, under the education
acts of 1963-64, financial provision was made for updating and expanding
vocational education, and there are currently in operation a number of re-
search, demonstration, and training programs whose effect should shortly
be felt in the field.

Meanwhile, some communities have already made efforts in the direc-
tion of modernizing vocational education programs to provide more effec-
tive and up-to-date training. Pittsburgh’s public schools are deveioping a
new occupational-vocational-technical program that provides training for
various levels of ability and includes a technical curriculum extending into
the thirteenth and fourteenth grades in the area of computer technology.
Boston has a diversified shop program that allows potential dropouts to de-
vote 8o percent of their school time to shop and 20 percent to marginally
academic subjects like citizenship, health, and basic English.

The pupil who has fallen two o1 three grades behind in school is always a
likely candidate for dropout status. New York City has made special pro-
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vision for vocational high school students who wish to make up subject
failures. Since their school day is so organized as to allow no {ree period for
make-up during the regular school year, a summer vocational high school
provides make-up courses, thus permitting students who have failed in one
or two subjects to gracduate on time.

Chicago has approached the problem of the stuaent who is overage for
his grade through vocational Education and Guidance centers. Overage
pupils still in elemeatary school are enrolled in these centers and, in special
ungraded classes of no more than 20 pupils, are grouped on the basis of
reading and arithmetic achievement, tested ability, and chronological age.
They receive a concentrated and personalized program of instruction plus
extensive counseling and guidance to enable them to complete elementary
school work and move on as rapidly as possible to a regular high school pro-
gram. Those unable to do so are given the opportunity to develop occupa-
tional skills that will make them employable when they leave school.

The Wood School in Indianapolis has organized its entire school program
to provide a chance for success to even the slowest learner. Retarded learn-
ers are routed through various areas, for example, art, music, industrial
arts, and so forth, in order to discover a niche in which they might succeed.
The school also offers training in seven service occupational courses devel-
oped cooperatively with local businesses. Ideally, this sort of program pro-
videsa flexibility that does not doom the late starter or the apparently slow
learner to cither an unsuitable occupational track or to perennial failure.

Several communities have organized special programs for nonconformist
junior high school students who are potential dropouts. New Haven’s joint
education and training project was this kind of program for students in the
szventh and eighth grades who were frustrated and uninterested in school,
but of sufficiently high 1q to succeed if motivated. They were given an in-
dividualized programn based on their own interests and abilities, field trips,
and a good deal of counseling and guidance. The program’s aim was to re-
generate students who had a history of social or academic failure, or both.
When students in the special classes seemed ready, they were reintroduced
class by <lass into the regular school progran.

As the emphasis in dropout programs moves downward {rom tenth-,




eleventh-, and twelfth-graders to seventh-, eighth-, and ninth-graders, the
distinctions between dropout programs and other kinds of compensatory
education become matters of what a community chooses to call its program,
rather than matters of special program content.

In South Norwalk (Conn.), an overall Ford Foundation-sponsored
school improvement program is called Potential Dropouts. This program
serves seventh-, eighth-, and ninth-graders. It includes special academic
classes emphasizing special projects, a variety of cultural, occupational, and
recreational field trips, guidance, and social worker involvement with the
boys and their families.

Fort Worth has a similar program for pupils who are at least 13 yearsold
by the time they reach the seventh grade. They are dropout programs in
name, but in approach they are like programs not so designated.

Columbus, Ohio, instituted a similar general school-improvement pro-
gram for all pupils in the school district as a means of reducing its dropout
rate. But the program, a broad-spectrura approach involving teacher re-
training, classroom reorganization, new instructional materials and tech-
niques, guidance, and other alterations of the traditional program, is really
a general attack on the educational problems in the city. The dropout rate
was only a symptom. While programs aimed at the junior high or senior
high school student who is viewed as ready to drop out, and soon legally
able to do so, have proved useful in dealing with an urgent problem in a
short-range manner, the most effective long-range programs to prevent
dropouts are clearly those aimed at the preschool child. There is overt rec-
ognition of this in the fact that Pennsylvania’s long-range, statewide Pre-
gram to Prevent Dropouts has been initiated with an extensive Preschool
and Primary Education Project.

Preschool programs

During the past few years, both laymen and professional educators have
become increasingly aware that chronic school failure begins early, and
that there are numbers of children to whom school life offers nothing but
defeat almost from its beginning. These are the children whose lifc experi-
ences prior to entering school have not prepared them to meet the de-
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mands of a curriculum designed with other, more privileged, children in
mind. Accumulating experimental evidence and pragmatic experience have
both suggested that such a state of affairs is not inevitable. A period of pre-
schooling, designed to develop in disadvantaged children those specific
skills with which middle-class children come ready equipped to kinder-
garten, can compensate for a good deal of the gap in background experi-
ences they bring to the school. Thus the new preschool programs are not
meant to be simply nursery schools for the poor. The best of them add to
the nursery school’s traditional concern for social and cmotional develop-
ment, activities that are designed to develop, as well, the other skills, selec-
tive auditory and visual attention, problem solving, and other cognitive
functions that are necessary for academic success.

The prekindergarten programs are in cne sense all very similar. Under
the best of circumstances there is only so much one can do with a three- or
four-year-old child, and what these programs set out to do is to get him
ready for school. The fact is that the very experiments designed to de-
termine the kinds of intervention which are most eflective in accomplish-
ing this end are still in progress.

In Murfreesboro (Tenn.), an Early Training Program was designed to
determine the minimum duration of a program of effective intervention.
In New York City, the Deutsch therapeutic curriculum is still being de-
veloped at the Insticute for Developmental Studies. In a pumber of other
experimental pregrams in Chicago, Boston, Syracuse, Long Beach, and
elsewhere, investigators are still working to determine just which proze-
dures, applied for how long, and under what circumstances, are effective in
increasing the subsequent school success of disadvantaged children. Given
the fact that the optimum situation is as yet undetermined, the assumption
has been that for many a disadvantaged child even the minimum preschool
situation will offer more than he is getting at home.

What most preschool programs have tried to provide isa warm accepting
atmosphere in which a child may achieve his own maximum social and
physical development, and an ordered atmosphere in which selected equip-
ment and activities are offered in sufficient variety to meet each child’sown
level of interest and ability. Other than differences of quality, the principal




differences between them have to do with their duratien. Are they eight-
week summer programs of the kind generated throughout the country by
Project Head Start? Or are they five-year programs like Pennsylvania’s?
Do they function two or three mornings a week like a number of the pre-
school programs set up by the local sections of the National Council of
Jewish Women in various communities? Or are they five days a week, five
hours a day programs like the Pilot Kindergarten Program in Racine and
like many Head Start programs are doing in year-round programs now? A
second distinction has to do with personnel and, by extension, with cost.
Many preschool programs are staffed almost entirely by volunteers—in

deed, together with tutoring and study hall programs, preschool projects
draw more heavily on volunteers than any other compensatory programs,
and are often financed by volunteer contributions for materials and other
incidental expenses. On the other hand, fourdation- or government -spon-
sored intei.sive research-oriented programs like the one in Ypsilanti, Michi-
gan, use a concentration of paid professional personnel and are, as a conse-
quence, very expensive. The Ypsilanti program, with perhaps the most
ponderous title in all compensatory education, Intervention in the Cogni-
tive Development of the Culturally Deprived and Functionally Retarded
Negro Preschool Child, and project uzre, the early schooi admissions pro-
gram 1n Baltimore, Maryland, both initiated in: 1962, are among the better
known and, in the field of preschool education. among the earlier of the
major school-connected projects. The Baltimore project operated four cen-
ters. Each center served about 30 children, and was lecated in a way that
provided variety in the populations served. Two centers were in predons-
antly Negro neighborhoods, one was in an integrated neighborhood, and
one was 1n a predominantly white neighborhood. The children were sc-
lected from families showing evidence of multiple social, cconomic, physt-
cal, or psychological problems. The daily program was centered arcund
various subject areas: art, music, literature, science, and so forth, with ac-
tivities in each area designed both to encourage the child’s self-expression
and to widen his experience of the world. Like other preschool programs,
the early school admissions project focused on language skills and provided
constant practice in both speaking and listening.
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If the preschool programs can be said to have an academic emphasis, it is
in this arca of verbal expression that such an emphasis lies, because a lack
of high quality verbal self-expression is one of the most consistent obsery-
able characteristics of children from homes with limited advantages. Con-
sequently many preschool programs consider improvement in the quantity
and quality of children’s spcech production a major goal in 1tself. Activi-
ties such as reading aloud, discussing books, cooperauve storytelling, nam-
ing of objects, rhyming games, and other activities have been uulized to
encourage more claborate verbal expression. The Ypsilanti project shares
this emphasis on stimulating language usage and, as they do in other proj-
ects, makes use of field trips to community places of interest as another way
of broadening the child's base of experience and encouraging the naming of
acuvities, as well as questions and conversation about what he is seeing.

The Ypsilanti project is most notable, however, for its method of extend-
ing the school program into the home. During a two-hour afternoon period
each week, a classroom teacher goes into each child’s home, bringing along
any equipment she thinks is useful and is able to carry. There, in a kind of
private demonstration lesson, she continues the education of the child on a
one-to-one basis with the cooperation and participation of the mother.

A similar in-the-home approach 1s one significant aspect of Pennsvlva-
nia’s preschool and primary education project which initiates the learning
situation with a preschool summer nursery program for three-and-a-half-
vear-olds. During the following school vear the same teacher works in the
familv’s home with both children and parents. She continues into the sum-
mer with a prekindergarten program and then becomes the children’s
kindergarten teacher for the following school vear. A third summer of
postkindergarten classes precedes the entrance of the children mnto first
grade, and the children remain in the project through grade 3. This pro-
longed and intensive program includes parent counseling and an effort at
overall improvement = community services to the families involved.

The family emphasis in preschool programs is not an incidental one. The
involvement of parents in the goals of any kind of compensatory educa-
tional programs is a generally recognized asset in the success of this kind of
program. But the greater vulnerability of the very young to the effects of




the home environment, and the greater possibilities of effecting changes in
young children through alterations in that environment, have led to an
overwhelming emphasis on parental involvement in preschool programs.
With few exceptions the majority of preschool programs have made signifi-
cant efforts not only to inform the mothers of project goals, but to involve
them as teacher aides, as participants in field trips, and as observers of pre-
school techniques in action in the classroom. A new program for American
Indian children at Fort Totten, North Dakota, utilizes mothers to prepare
lunch for the children. Detroit’s preschool program brought in mothers to
read aloud to the class. Many programs also provide for parent discussion
groups, parent education on matters of child guidance, and individual par-
ent meetings with professional psychiatric personnel for consultation on be-
havior or other emotional problems. In New Haven, no child is accepted in
the public school prekindergarten program unless a parent will consent to
participate in a parallel but separate program. This program isa two-and-a-
half hour weckly discussion of the preschool program, community re-
sources, suggested faruly activities, and child rearing practices.

But some projects have gone even further in demonstrating a conviction
that effective preschool education is also parent education. In Chicago, the
Parents’ School Readiness Program at Firman House and the Tutoring
Project for Mothers, are oriented toward providing child care and child
guidance information, and toward educating the parents in reading, math-
ematics, and other academic skills, both for their own sakes, and o better
equip them to provide readiness experiences for their preschoolers. In Sac-
ramento, parent-child observation classes provide a mutual learning ex-
perience.

The primary motivation for involving parents in preschool programs is
that the involvement seems to benefit both parent and child. The benefit
to the preschool program itself in terms of staffing is incidental, and the
goal has not generally been to reproduce among the culturally disadvan-
taged the middle-class cooperative nursery school situation. The problem
of staffing the growing number of preschool programs has had to be met in
other ways. One of the ways that has been utilized to develop qualified pro-
fessional personnel is the summer teacher training institute, operated in
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conjunction with an experimental nursery school program. Philadelphia
has an ongoing project of this sort, designed to develop both techniques
and personnel for educating disadvantaged preschoolers. But there 1s little
hope, in the face of an overall shortage of qualified teachers at every level,
that the supply of professionals will ever catch up with the demand, par-
ticularly at the preschool level where the pupil-teacher ratio should ideally
be low. Consequently, a growing number of preschool programs are look-
ing to trained volunteers, backed up by at least one professional teacher in
a classroom, as the mainstays of their staffs. These volunteers are often for-
mer teachers or people otherwise trained in education, and in many of the
programs they are given specific courses of instruction before they go into
a classroom. The National Council of Jewish Women, through their various
local sections, have helped to sponsor a number of volunteer preschool pro-
grams in cities like New Orleans, Cincinnati, Central Parkway (N.].),
Cleveland, and New York City. In several of these cities professional per-
sonnel are used to conduct organized training courses for the volunteers.
In Cleveland, for example, volunteers receive training and orientation for a
total of eight sessions and regular on-the-job workshop training after they
begin work.

Another approach to the staffing of schools that has been used with some
success 1s what might be called the ‘‘mutual benefit” program. Recently, in
Miami (Fla.), 993 children participated in a preschool program conducted
by trained high school graduates. John F. Kennedy Community Service
Awards, providing free junior college tuition and $500 cash, were made to
60 high school graduates from the same disadvantaged neighborhoods as
the preschoolers. In return, the awardees, trained for their jobs by college
psychology and education faculty and local public school personnel, have
conducted daily two-and-one-half hour preschool classes. In Fresno (Calif.),
the preschool program, a part of a larger compensatory education effort, is
conducted by parents, Fresno State College students, and disadvantaged
junior high school pupils from a project school. The arrangement resulted
immediately in improved grades for the teen-agers. Fresno also provides
health services for its preschoolers. This is a frequent practice where pre-
schoo! programs are part of a public school project.




In &« number of communities preschool programs have been developed
under school board auspices as a downward extension of the regular school
program or as an additicn to services already offered in an ongoing com-
pensatory project. The preschool programs in Detroit, Ozkland, Provi-
dence, and Mount Kisco (N.Y.), are a part of larger programs of compen-
satory educatior.. New York City now has prekindergarten classes operat-
ing 1n 151 city scheols. Pittsburgh is developing an ungraded prescheol
through primary sequence, suggesting a direction in which carly school ed-
ucation would seem to be moving. School-based preschool programs are
often conducted within the school buildings, but many of the volunteer-
staffed programs are housed in whatever facilities are available in the area
being served. Preschool classes have been held in churches, community
centers, perambulator rooms, auditoriums, and even in apartments in
housing developments.

There are several programs for preschoolers which are unclassifiable, but
arc werth mentioning, either because they are so sizable cr because they
are unusual enough to suggest ideas for others. In San Francisco a special
program for parents and children with special needs provides culzural orien-
tation and English language classes for mothers and preschoolers who are
recent immigrants to the Bay area from the Far East, Latin America, or
other non-English-speaking areas.

A similar although a much more extensive program is conducted yearly
in Texas. The statewide preschool pregram for non-English-speaking chil-
dren 1s designed to meet a statewide problem and provides training in word
recognition and oral English to thousands of Mexican-American preschool-
ers each summer.

While preschool programs provide the earliest intervention into the lives
of disadvantaged children, and therefore offer the most hopeful long-range
solution to their school problems, the majority of the present generation of
disadvantaged children are already in school. For these children the pre-
school programs come too late, and it 1s for these children that the great
bulk of special educational programs must provide help.




4, Innovations in school program and staffing patterns

It 1s no secret among educators that special cfforts have been required to
stafl cffectively those schools that draw students largely from ““disadvan-
taged™ or slum populations. Not only is recruitment difficult, Lut teacher
turnover and dissatisfaction often tend te be high in schools that have a
history of relative failure within the syetem. Some school boards have at-
tempted to meet these staffing problems by quota svstems which guarantee
that @ high percentage of experienced teuchers will be assigned to inner-
city schools, or by regulations that require experience in these schools as a
prerequisite for advancement within the system. However, these methods
leave unresolved the probln - of teacher attitude toward such assignments
or teacher resignation in the face of them. One dispirited teacher teaching
20 pupils is no more likely to be effective than the same teacher teaching
40 rupils. Numbers alone are not enough, and an inspired and competent
staff has usuaily proved to be the sine qua non of any successtul program
for the disadvantaged. No attempt at reaching and teaching disadvantaged
children can hope to be successful unless the attitude of the teaching stafl
and the administration is both optimistic and enlightened, and unless new
apprcaches are not only accepted but welcomed.

Teacher recruitment and train z';zg

It 1s, of course, of inest:mable value to begin with a staff which wanis to be
where it is; and perhaps the most effective long-range approach to this
achievement lies in making preservice teacher trainces acquainted with the
problems of teaching the disadvantaged before they ever take charge of a
classroom. An experimental project at Hunter College in New York City
clearly demonstrated that placing preservice trainees in difficult schools for
a period of supervised practice teaching would not only develop their com-
petence to deal with disadvantaged pupils, but would also encourage them
to choose a ““difficult” school to teach in. Teacher training programs, per sc,
have not fallen within the scope of our study, but it is worth noting that
the preservice orientation approach is being utilized in a number of these
programs.
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Project Beacon at Yeshiva University exposes students in preservice
training to a curriculum emphasizing the social, developmental. and learn-
mg problems of the disadvantaged. This 1s coupled with field experience
and practice teaching in the Mobilization for Youth project and its affil:-
ated schools. The Newark ‘Teaching in Central Urban Arcas program, the
Cardozo project in Washington, D.C., that uses returning Peace Corps
volunteers, the University of Missourt’s Junior Practicum, and the train-
ing institutes at the Bank Street Coilege of Education represent some of
the current efforts to prepare teachers for cthe challenge of educating dis-
advantaged children. There are also less extensive programs which provide
for future-teacher, future-pupil contact. In Cleveland, for example, educa-
tion majors at a Jocal women’s college spend one morning a week during
their junior year working at an inner-city school. In Boston, students from
local teacher-tramning institutions are trained as tutors for individual proj-
cct students, and, as is the case with a number of college student tutoring
programs, the relationship 1s looked on as providing teacher orientation ex-
perience for the tutors as well as remedial assistance for the children who
are being tutored. The Mundclein College Work-Scholarship Program in
Chicago proviaed college students with summer jobs at various agencices in
the inner-city arca as a means of acquainting them with the problems of
local families and their children.

For the future, the projected teacher-training program sponsored by the
Research Council of the Great Cities Program fer School Improvement
will establisn 10 centers specifically oriented toward the traming of teach-
crs for depressed arcas. And 1n a short-range program, the extension of the
NDEA summer training institutes to include orograms of training for teach-
crs of the disadvantaged should help to assure a supply of better qualified
personnel for these schools.

In the meantime, the schools have had to find ways of dealing witi the
insccurities and problems of teachers who have, more frequently than not,
had no preservice orientation and training, and whose 1itial attitude on
being assigned to 2 school with 4 bad reputation may range from dismayv to
actual fear. At one Cleveland junior hugh school, a one- to three-day pre-
school institute for incoming teachers combined talks about school organ-
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1zation with visits to local settlement houses as well as at least one afternoon
spent 1n the homes of students. Home visits early in the school year are
often a first step in providing a teacher whose previous experience has been
lirnited to muddle-class children and parents, with a realistic and, it is
hoped, affirmative view of her new pupils. In onc so-called bad ncighbor-
hood, extra police protection was provided at the urging of the administra-
tion, for teachers’ safety during home visits. When this precautionary
meacure proved unnccessary, morale immediately improved.

Obviously, special concern for the successful adjustment of the new
teacher extends far beyond basic orientation programs. In Philadeiphia, for
example, there 1s a special teacher in each project school who is responsible
for helping new teachers with classroom management, suggesting and dem-
onstrating instructional techniques, and rendering any other needed as-
sistance. New York City has operated a Student Teacher and Newly-Ap-
pointed-Teacher-Training Program since 1959. Teacher-training consult-
ants, usually one consultant to three schools, provide a variety ef support-
tve services to student teachers, substitutes, and teaching personnel newly
appointed to special service schools. In Buffalo (N.Y.), a center-city ele-
mentary school, which has been the beneficiary of an extensive pilot pro-
grain of educational improvement, has become a demonstration school in
an expanded compensatory program. New teachers (defined as those with
less than three years of experience in the Buffalo schools) are brought to
the pilot school in groups of 12 to work for four days with experienced
teachers at their grade level while their own classes are being handled by
experienced substitutes.

But in most project schools it 1s not only the new, the inexperienced, or
the less able tcachers who need assistance. It is possible to bring into a com-
pensatory program the best tcachers in the system, those who have been
rated most able in their work 1n other schools, only to have them fail in
their new situation. Because the problem is not simply onc of teaching, but
of tcaching the disadvantaged. Many teachers, very often those with years
of experience in schools where projects are being initiated, have attitudes
toward their pupils which insure defeat of eny program of upgrading. Be-
cause the child’s learning is affected by his motivation, his motivation is




affected by his attitudes toward himself and the learning situation, these
attitudes are to a large extent in the hands of the teacher. As Niemeyer has
put it, “When teachers have a low expectation level for their children’s
learning, the children seldom exceed that expectation.””

Where achicvement levels and expectation levels have been low, an hon-
est appraisal of the problem, together with a determination to do better,
may effect a considerable improvement, as it did in the Banneker School
District program in St. Louis. Teachers in the district elementary schools
were told to ignore 1Q scores and to teach as if all the children had superior
ability. This advice, combined with pupil and parent motivational tech-
niques, effected some changes in a deteriorating situation. However, most
schools have found that inspiration produces more results when combined
with a strong program of inscrvice training and workshop experience. As
the administrator of one large and successful program stated, the training
program had not only given the teachers faith in the pupils, it had “given
them the means to translate that faith into realiry.”

Much of the inservice teacher training in compensatory programs puts
cmphasis on increasing the teachers’ knowledge of the lives of the disad-
vantaged and on increasing teacher sensitivity to the hopes and anxicties,
the particular strengths and weaknesses lying behind the classroom be-
havior of the disadvantaged. When a teacher understands how the disad-
vantaged differ from herself and from the children she inay have previously
taught, she often becomes aware of the degree to which ker own middle-
class values inhibit her positive perceptions of and relations with these
children. This awareness may help to develop the teacher’s skill in recog-
nizing ability and learning behavior which she might otherwise overiook.

In New York City, Mobilization for Youth (mry), conducts this kind of
sensitization course for public school teachers. Teachers who attend the
Lower East Side Community Course of 12 lecture workshops and 13 ficld
trips get a stipend and inservice credits for attending, and, it 1s hoped, come
away with a better understanding of the community in which they teach

1. John Niemeyer, **Some Guidelines to Desirable Elementary Schocl Reorganization,” wn Programs for
the Educationally Disadrantaged. U.S. Office of Education Bulletin 1963, No. 17 (OE-35044). Washing-
ton, D.C.: U.S. Department of Health, Education, and Welfare, 1963, pp. 80-85.

57

-




4. Innovations in school program and staffing patterns

and of its children. A similar Mry-sponsored course that includes visits te
pupil homes, also emphasizes understanding of the culture, the personal
charactenstics, and the learning attitudes of disadvantaged families.

Other inservice programs have been conducted as sumnmer workshops, or
on television. In Oakland, 28 half-hour Tv showings dealing with the teach-
ing of disadvantaged children were offered for course credit. T the Mc-
Ateer program in Stockton, teachers were offered informal instruction in
the cultural background of their pupils. In Redwood City (Calif.), the
Sequoia McAteer project devoted it entire first year to a program of
teacher reorientation, providing weekly discussion groups under the leader-
ship of a consultant, and teacher meetings with small groups of students as a
way of acquainting the teachers with the needs of their pupils.

But understanding, it appears, is only the beginning. Most of the inserv-
ice training programs are devoted not only to promoting understanding
but to helping teachers to acquire the specific skills, the techniques, and
the coping strategies for tcaching pupils who cannot benefit from the tradi-
tional curriculum. In a White Plains (N.Y.) project, teacher inservice
training is provided by faculty meetings, conferences, and a weekly infor-
mation sheet giving tips from experienced teachers on methods that have
worked in the classroom. In Detroit, teachers are paid for attendance at
Saturday and summer workshops, concerned with modifying curriculums
as well as atttudes. A Model School System in Washington (D.C.) -
cludes plans for special inservice training programs in such areas 2s the new
mathematics, the new remedial reading programs, and in programed in-
struction. This training will permit a greater flexibility in teacher selection,
because personnel not qualified can be given training on the job.

Faced with the problem of luring already busy teachers toinservice edu-
cation courses, many projects have provided time for this training within
the school day. In New Haven, for example, 12 days on the school calendar
are set apart for half-day, teacher inservice programs. In Chicago, the chil-
dren in one program are shown a movie while their classroom teachers at-
tend regularly scheduled grade-level workshops dealing with such topics as
diagnostic testing, teaching techniques, and special educational materals.
As part of Philadelphia’s language enrichment project, a language arts




teacher conducts a literature program for the children one morning a week,
frecing the regular teachers to atiend grade-group inservice workshops
where language arts consultants conduct a graduate course in pedagogic
theory and methods.

The insights, methods, and materials developed in the workshops are not
theoretical. They are meant to be applied immediately in the classroom
and are tested in action rescarch designed to explore their effectiveness.
While the content of training programs varies from project to project, de-
pending on the needs of a particular school or group of schools, improve-
ment in the teaching of rcading is an arca of major concern. New York City
has offered courses o, the Negro in America and on Latin Amierican culture
in order to cnable teachers to incorporate materials that are personally
relevant to minority group children into their curricular offerings. Work-
shops are often utilized for the introduction of new textbooks. In other
cases, they have focused on introducing or producing new teaching ma-
terials more related to the backgrounds of the children. In at least one
project, teachers were offered a writing workshop in which to prepare orig-
inal reading matter of immediate interest to the disadvantaged child.

All these methods of providing for teacher orientation and teacher train-
ing have a common goal: to upgrade the quality of instruction in schools
serving the disadvantaged. But regardless of the degree to which attitudes
and techniques may be improved, it 1s improvement in the teaching sutu-
ation which often has the most salutary effect on teacher effectiveness, and
so, by extension, on teacher morale. For the teacher, the size of the class
she is asked to handle, the availability or nonavailability of help when she
needs it, the structure within which she teaches, and the materials with
which she has to teach—are all najor factors in her success or lack of suc-
cess. The traditional methods of approach to both the conduct and the
content of the classroom have not worked with disadvantaged pupils.
Methods that do work benefit teacher and pupil alike.

Curriculum innovations

Among the approaches that have been utilized for more effective teaching
and learning are various alterations of the traditional one-teacher, one-
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class relationship. And one of the more currently popular of these altera-
tions is team teaching —a rearrangement of siaff which provides support to
less effective or less experienced personnel, as well as allowing for the fuller
utilization of each teacher’s talents. Combining teachers with varying de-
grees of experience on a tear . ¢ r planning, as well as for instructional ac-
tivities, ideally allows the less able teacher to benefit from the advice and
guidance of the more able teacher. It also permits teachers with special
areas of competence to share their knowledge with 2 larger group of stu-
dents.

In a program like New York City’s newly instituted More Effective
Schools, a team of four teachers is assigned to three elementary school
classes, numbering not more than 22 pupils each. In Pittsburgh, as many as
120 students may be grouped for instruction under a team of four teachers
and a team leader, augmented by a teacher intern and a paid team mother
or aide trained 1n handling audiovisual equipment, duplicating equipment,
and classroom supplies. Early primary grade teams in Pittsburgh are as-
sembled on the basis of grade level. Intermediate teams are composed of
teachers of different subjects: language, arts, social studies, science, arith-
metic, and library. Junior high school teams are organized by subject mat-
ter. In practice, the total group of students, whether it is 6o or 120, is rarely
taught as a unit. While one or more team teachers are instructing a large
group :1 one room, other members of the team work with groups as small
as five or six (or even with a single pupil), to provide special work, remedial
help, or—in the case of pupils with outstanding ability — enrichment. With-
in the team-teaching structure, pupil groupings will be influenced by the
specific learning tasks and will vary in size according to the nature of the
subject and the ability and achievement level of the students. Where the
subject matter contains technical content, smaller groups may be necessary.
Where the subject matter contains less technical material and the emphasis
is on social learning, larger groups may be preferable.

Children involved in a team-teaching project may be grouped in home-
rooms, heterogencously, as in the More Effective Schools project, or, more
commonly, homogeneously on the basis of reading ability. They may spend
as much as 85 percent or as little as 10 percent of their week in tcam-teach-
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ing structured activities. In Tucson’s seventh- and eighth-grade Safford Ex-
ploratory Program, for example, each grade-level team devotes a four-hour
block of time daily to group work. This arrangement permits much flexi-
bility in the scheduling of large- and small-group instruction periods, field
trips, and special programs. On the other hand, team teaching occupies
only onc afternoor: a week in Project Able in Albany. During that time no
bells are rung and elementary school pupils spend two hours exploring a
particular area of interest with the aid of teachers particularly qualified in
that ficld along with numerous outside consultants. Each semester the pu-
pil group shifts to a new interest arca and new teachers so that by the end
of four vears cach pupil has xplored eight arcas such as arts and crafts, sci-
cnce, music. and so forth, in these special sessions. .\ team-teaching demon-
stration project in a New Rochelle junior high scheol used a four-teacher
team at cach grade level solely for social studies instruction. The pupils,
who were grouped homogeneously in their regular school program, were
grouped in heterogencous teams for their social studies classes in an experi-
ment designed to determine the effect of this sort of grouping on their
achievement and their attitudes.

Some of what is joosely called team teachirg in compensatory programs
really involves the use of supplementary personnel. Teacher aides or vol-
unteer mothers are used in the classroom, instead of the genuine organiza-
tional change represented by a team-teaching program. This is particularly
truc at the preschool level where what is described as team teaching often
merely means that a number of persons work in the classroom under
the guidance of one certified teacher in order to provide the more in-
dividuaiized attention required by preschool-age children.

Relaxation of the one-teacher, one-class structure has been paralleled by
modification of the one-grade, one-year relationship. Two major avenues
of approach have been utilized in attacking the traditional vear-by-vear,
grade-by-grade progression which has so often offered nothing but defeat
to the disadvantaged pupils. The first of these approaches has to do with
grouping. Where it has not previously been employed, the practice of
tracking students by ability (hormogencous grouping) has often been looked
upon as a compensatory practice. It provides each student with an oppor-
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tunity to be with other students of similar ability, thus doing away swith
what is often a defeating competitive situation. Students in a track do
progress through the usual grades, but they have also, theoretically, the
possibility of horizontal movement from one track to another when their
achievement, or lack of it, so dictates. Where no disgrace is attached to oc-
cupving the lowest track, tracking may offer one method of solving the
grade progression lockstep. In actual fact, the effect of tracking is often to
consign permancently to the lowest tracks the disadvar-aged children the
system is supposed to help. In many commuaities with large minority
populations, it has become obvious that tracking results in segregation. As
a result, there has recently been a good deal of experimentation with
heterogencous classroom assignments and flexible ability-level subgroup-
ings within the classroom. The Project Able programs in White Plains
(N.Y.) and Hartsdale (N.Y.) have made use of heterogencous homeroom
groupings in primary school programs that emphasize genuine racial in-
tegration in the classroom. Through flexible groupings and subgroupings of
children within the classroom, ability levels are brought within a range
which permits effective teaching of various academic subjects. The upper-
grade centers in Chicago group seventh- and eighth-graders heterogene-
ously for homeroom study, group counseling. art, music, physical educa-
tion, and club activiues, while providing for ability-level instruction in the
tool subjects.

As another alternative to tracking. a number of projects serving disad-
vantaged children have made use of a nongraded form of organization.
Norfolk (Va.), for example. has develoy 2d a nongraded block in three ele-
mentary schools for the primary grades, in which placement is determined
by reading levels. Children are moved from class to class or from group to
group withi a class according to their readiness for anv one of nine pre-
determined reading levels, but classes are distinguished only by a teacher’s
name and the designation, “‘Primary.” In thiskind of an arrangement chil-
dren are not stigmatized by failing to maintain a year-bv-vear, grade-by-
grade progression but rather are moved through the various academic arcas
at the speed of which they are capable. Baltimore 1s now operating non-
graded programs, primarily in what would have been grades 1 10 3, 1n 20




schools. A number of other large communities are experimenting with the
ungraded structure as a part of ongoing programs of compensatory cduca-
tion in the school system. The idea of ungraded sequences of learning,
rather than single age-grade steps, which in Pittsburgh is being extended to
a preprimary through grade 3 sequence, 1s an attempt to correlate school
organization with the way children really learn. In Chicago, the continu-
ous development plan has been introduced into grades 1 to 3 in a number
of clementary schools. The plan provides for an cight- or nine-level pro-
gression and permits the child to reach the end of grade 3 without being
stigmatized by failure. Any child not ready to proceed into fourth grade at
the end of three years is retained for a fourth year in the program.

Although ungraded primary <lasses are the most familiar pattern, Chi-
cago has also made use of an ungraded class structure in a program for av-
crage pupils from age 11 to 15. Milwaukee has incerporated into its regular
school program ungraded transitional classes for in-migrant and transient
children from the primary grades through high school. Elementary school
classes are self-contained; at the secondary school level pupils take nonaca-
demic subjects with students in the regular program and academic subjects
in ungraded classes taught by orientation-center teachers. Special remedial
classes, from which pupils eventually move back into their reeular class-
rooms, have been used in a number of programs. particularly in schools
where high transiency rates make for little continuity in classroom experi-
ence. In Denver (Colo.), for example, four elementary schools have orienta-
tion rooms :n which pupil registry is held to 15 in order to provide inten-
sive reading and mathematics instruction for pupils moving into the school
district. For the perennially transient, the children of migrant workers, a
special program in Ausun, Texas, is designed to provide the essentials of a
regular ninc-month school term in a six-month period of concentration on
basic skills. This vear the program served g.000 elementary school and
junior high school pupils.

Some programs have made provision for a mere extended relationship
between pupil and teacher than is provided by the traditional curniculum
organuzation. An ungraded program, for example, mav be organized to
permit pupils to remain with the same teacher for more thana year in order
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to encourage the development of more productive teacher-pupil relation-
ships. In Detroit, student-teacher continuity in the primary grades has
been extended to three years in some schools. In New York City, the
Queens College project sripge conducted an educational experiment in
which three teachers spent about two-thirds of cach school day with the
same junior high school pupils over a period of three years. More often at
the secondary school level, block-time programing is used to provide pupil-
teacher continuity within the school day for pupils not ready for the mul-
tiple-class approach of the traditional junior high school. The University of
Texas junior high school program in Austin uses block-time programing
with an emphasis on reading and language skills in a project aimed at sev-
enth-graders who are considered likely to be future dropouts. Cleveland
has a similar special transition class for pupils entering the seventh grade
who are not yet ready for junior high school. In addition to a special core
curriculum they have remedial reading work and supervised study periods.
A Centinela Valley (Calif.) pilot project applied the same approach to a
special class of tenth-grade pupils.

In licu of an ungraded structure, some programs have made use of tran-
sitional classes at the primary grade level, either to case the pupil’s entry
into school for the first time or to case his transition from one school situa-
tion to another. A junior first grade for the most immature of the kinder-
gartners is used as a half-step between kindergarten and regular grade 1 in
Boston’s Operation Counterpoise. In small classes, teachers work to devel-
op eve-hand coordination and auditory and visual perception discrimina-
tion. Whenever a child seems to be ready he is moved into a regular grade
1. Washington (D.C.) also has a junior primary grade level. A similar pro-
gram for “‘late bloomers™ is part of Philadclphia’s language-arts program.
It is designed for children who have spent at least one vear i school and
have not vet begun to read or write. A\ language-arts teacher gives them in-
tensive work in listening and speaking, auditory and visual discrimination,
reading readiness, and beginning reading and writing. As soon as the chil-
dren develop competence they return to a regular reading group in their
own classes. Boston's Operation Recap is a special class halfway between
the third and fourth grade for normal learners who are reading at least one




year below grade level. The program emphasizes spelling, handwriting and
reading, and written and oral language work. Pittsburgh combines such a
transition class with an ungraded carly primary structure going through
the third grade. Pupils not ready for the fourth grade move into a special
class designed to bring them up to grade level. A pilot kindergarten pro-
gram in Racine (Wis.) was designed to keep disadvantaged children from
falling behind by providing a full five-hour school day to kindergartners to
allow more time for readiness and cnrichment activities. A kindergarten
program i Nyack (N.Y.) also extends the kindergarten day, less formally,
through a variety of enrichment aciivities for kindergartners who show
evidence of information gaps upon entering school. Within the area of spe-
cial classes, many schools serving disadvantaged pupils have programs for
the chronically disruptive, the emotionally disturbed, and the mentally
defective. Although such programs do, indeed, serve an area of disadvan-
tage, they are not specifically directed toward the problems of social disad-
vantage with which this study 1s concerned. There are two additional kinds
of special classes, however, which do have a particular relevance for the dis-
advantaged: classes for the non-English-speaking child, and classes for the
academically talented child. Classes for the gifted, children who rank ex-
ceptionally high on standard 10 tests, have been in operation in a number
of cities for some time, but such programs do not attend in any large degree
to the needs of the disadvantaged. Among these children scores on standard
1Q tests arc usually both lower than the average and, 1t 1s suspected, much
lower than they should be in terms of the existing potential for learning. In
Oakland (C nf.), classes for academically talenited children who are cul-
turally disadvantaged have been set up in two elementary schools at the
sixth-grade level. The children are recommended for the program on the
basis of recognized potential as judged by teachers and other school staff
members. Although their 1Q scores are not high enough to merit their in-
clusion in a regular class for the gifted, they are provided with the same
kind of enrichment program, the same services, and the same extra materials
as are the classes for the gifted. In Chicago it is the practice of the school
system to include children from the top 10 or 15 percent in low-achicve-
ment schoois in programs for the gifted, although their 1o range may be no
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higher than 100 to 115. Chicago also has at least two partially state-financed
demonstration centers in operation at Carver Elementary School and at
Kelley High School, designed to provide special enriched programs for able
and potentially gifted youngsters. Another program for students of above
average potential is the oneat Winston-Salem (N. C.), where the residential
North Carolina Advancement School has been set up specifically to de-
velop means of educating underachieving pupils through a combination of
motivational techniques and training in basic skills.

The common aim of all these structural rearrangements and special
classes is to suit the education to the child and to individualize instruction.
This kind of individual program is, quantitatively, a very different prob-
lem in Los Nietos (Calif.), where 30 childrei are involved in a program of
compensatory education than it is in Detroit, where more than 30,000 are
included. It isalso very different in a community like Mount Kisco (N.Y.),
where the resources of a generally upper-class population can be brought to
bear on small pockets of the underprivileged, than it is in Newburgh
(N.Y.), where the limited resources of the schools are part of a generally
depressed area. The underlying principle in individualizing instruction is
the same however—that the likelihood of meaningful teacher-pupil con-
tact is significantly related to the reduction of teacher-pupil ratio.

In recognition of this fact, many cities have set up formulas, based on
measures of various economic, social, and educational achievement factors,
by which extra personnel are assigned to schools serving predominantly dis-
advantaged populations. In addition, the introduction of a specific pro-
gram of compensatory education into a given school or group of schools
will usually result in the assignment of additional supplementary petson-
nel. A program like Cincinnati’s is typical. Five schools located in a de-
pressed area and close to cach other are grouped together to reccive extra
services. Five regular teachers and five remedial reading specialists serve
the schools individually, and such additional staff as psychologists, visiting
teachers, and other supportive personnel are assigned to the schools as a
group. Although some programs have achieved success without extra per-
sonnel, most of the programs of any size have made provision for at least a
part-time reduction of pupil-teacher ratio, and have seen to it that the




classroom teacher had recourse to an extra head or an extra pair of hands
when she needed them.

The assignment of extra classronm teachers to a project school to reduce
class size i1s perhaps the most useful technique from a teacher’s standpoint.
A number of communities, among them Newburgh (N.Y.) and Hartford
(Conn.), have reduced average class size to 235 in project schools. However,
in addition to being expensive, formation of new classes is sometimes im-
possible because of space limitations. In response to this problem, the Chi-
cago school system tried putting a teacher who was free of class duties into
project schools where no room was available to form extra classes. Two new
classes of personnel who could effectively reduce teacher-pupil ratio devel-
oped from the experiment: special service teachers to work with the chil-
dren in small groups for reading or arithmetic coaching, assist the classroom
teachers. prepare curriculum materials. and so forth; and master teachers
to help new teachers understand the problems of disadvantaged children
and to initiate them into teaching methods that have been proved effective
in the classroom.

A number of projects have made use of mobile personnel, variously desig-
nated as coaching teachers, curriculum experts, project consultants, project
teachers, and so on, to provide a variety of services for the ciassroom teach-
er. These skilled teachers may present demonstration lessons, provide spe-
cial instructional materials, maintain recoviece rooms, help with room deco-
ration, provide small group instruction in the areas of remedial reading or
literature enrichment; and, where no special new-teacher help is available,
they may spend a good deal of time during the early part of the year pro-
viding needed assistance to new members of the staff. In San Francisco’s
School-Community Improvement Program, resource teachers are em-
ployed to give demonstration and observation lessons and to work with
small groups of children when needed. In the McAteer project in Berkeley
a special resource kindergarten teacher in each school provides assistance to
the regular teachers in classroom planning and sclection of materials, and is
also available for work with children and their parents. Pupil adjustment
workers serve as roving trouble-shooters in Hartford and also take over the
classroom when the teacher needs to leave. In Boston, the Operation Coun-
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terpoise program makes usc of special master teachers who instruct their
own homerooms in reading and arithmetic and are then relieved of the re-
mainder of their regular teaching program in order to perform a variety of
coordinated, supervisory guidance and counseling functions for a team of
five or six clementary school teachers and their pupils.

The addition of almost any kind of personnel to a school staff will help a
classroom teacher to some degree, either by reducing her classroom load or
by relieving her of duties which would otherwise devolve upon her. The
organization of remedial classes in reading or mathematics during the school
day draws off pupils weaker in those subjects from their regular classrooms
leaving the classroom teacher free to provide a richer program for her re-
maining pupils. In the Kings County (Calif.) compensatory project, the
project pupils are drawn out of their regular classrooms not for remedial
work, but for enrichment activities. Special teachers in art, music, speech,
language arts, science, or library may help the teacher and the pupils by
coming into the classroom to teach special lessons, demonstrate special ma-
terials or techniques, or provide enrichmentactivities to groups of talented
children in various subjects.

Similarly, the addition of special personnel in guidance or psychology
may provide for a more rapid iandling of school adjustment problems and
relieve the teacher of the necessity of coping single-handedly with im-
mediate crises. In the McAteer programs in Los Nietos and San Diego
(Calit.), specific provision has been made for substitute teachers to take
over the classroom in order to allow the regular teacher time to meet with
parents. In Cleveland, parent contacts are handled by visiting teachers who
move between home and school, providing classroom teachers with special
help in understanding home problems that are affecting the children in
school. New York has paid school-aides, nonteaching personnel originally
employed to relieve teachers in special service schools of lunchroom duty,
who now perform a variety of functions from taking inventory and repair-
ing library beoks to supervising handwashing and escorting ill children to
their homes.

There 1s no rule which dictates that the personnel added to a classroom
to reduce teacher-pupil ratio need be professional, or paid. In a number of
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projects the use of volunteer aides, particularly in the primary grades, has
proved a most valuable way of increasing teacher effectiveness without at
the same time collapsing the school budget. In San Francisco, volunteer
parents serve as classroom aides, ‘‘admiring, buttoning aprons, tying shoes,
cutting, pasting, admiring, and listening,” and by so doing effectively re-
duce the classroom teacher’s load. In the same project a group of volunteers
were also trained as storytellers and assigned to project classrooms. An aide
may be used to maintain order in the classroom during a free play period
so that the teacher can provide special reading readiness or other “‘catch-
up”” work for a small group of slower learners. School resource volunteers in
Berkeley are available upon request from the classroom teacher—and the
demand outstrips the supply—to perform any and all needed functions
from correcting papers to providing special enrichment activities for groups
of students. Volunteer personnel in such special areas as music. art, dance,
creative writing, or science may come into the classroom to provide special
information and inspiration, regularly, or on a one-shot basis as visiting lec-
turers. Although most of the volunteer tutoring projects are conducted in
after-school time, volunteers have also becn used, as in Milwaukee’s uni-
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_versity tutorial program, to tutor pupils during the school day as well as to
as‘ist generally in the classroom. Although in some cases volunteers may
provide simply another pair of hands, they are sometimes trained for spe-
cific jobs. The Urban Scrvice Corps in Washington, D.C., has provided
servicesand personnel of all sorts to the Capital’s schools, ranging from vol-
unteers to offer music and literature enrichment activities, to specially
trained counselor aides and remedial reading aides, who provide assistance
to professional personnel in those areas. The Junior Volunteers Project in
New York City utilizes the abilities, talents, and time of six hundred 13-
to 15-year-old junior high school students who are drawn from the neigh-
borhood served and provided with extensive inservice training.

Volunteer classroom personnel can be parents or other adults, or they can
be young people. The Kings County (Calif.) compensatory education pro-
gram makes use of student teachers from a local state college to supplement
the work of the classroom teacher. Two of the other McAteer programs in
California provide notable examples of intraproject cooperation. In Indio,
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the Coachella Valley McAteer project uses bilingual future tcachers as
classroom aides in the elementary school grades and uses high school stu-
dents from the project school neighborhood as interpreter aides in teaching
and counseling. In Fresno, junior high school project pupils helped run a
nursery school program, and fifth- and sixth-graders provided rcading help
for primary grade pupils. The latter practice is one that has been explored
in several programs.

One of the more extensive and ambitious volurteer programs is that of
the Council of the Southern Mountains in Berea (Ky.), the Appalachian
Volunteers. These volunteers are providing a program of individual atten-
tion for pupils in eastern Kentucky’s rural schools that includes both re-
medial work and enrichment. They arc also working to establish libraries in
about 400 rural schools, through the Books to Appalachia Drive conducted
with the help of the national p.1.4. last spring.

With or without extra personnel, many compensatory programs have at-
tempted to develop ways of making the maximum use of their experienced
teachers to improve the competence and effectiveness of their less able or
less experienced colleagues. In some cases, a regular time is set aside —in the
morning before classes, for example, or at lunch—for teachers to meet and
share ideas. In San Francisco, project teachers shared methods with regular
classroom teachers through meetings, descriptive bulletins, and demonstra-
tion lessons. In a Syracuse project, released time during school hours is pro-
vided for team planning of the instructional program utilizing a tcam con-
sisting of an instructional specialist, four or five teachers, and resource per-
sons as necded. A Columbus (Ohio) program developed a similar kind of
planning team consisting of five classroom teachers and one enrichment
teacher. A number of less formal programs have been organized to provide
for teacher cooperation in sharing insights and techniques in planning pro-
grams or preparing materials {or the project.

But whatever the size of the class, no matter how it is planned and con-
ducted, it is ultimately what gets taught that counts. Innovation in teach-
ing the disadvantaged has affected not only who is in the classroom, but
what is in the classroom as well. To describe a certain program asan innova-
tion is to suggest that it has never been done before. The fact is, that in
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many schools serving disadvantaged neighborhoods, certain activities are
considered innovations but may be commonplace in more privileged
schools. The disparity in the amount of supplies and services provided to
schools serving disparate cconomic groups is a documented fact. In many
project schools the use of movable desks in the classroom, or the introduc-
tion into the curriculum of special art classes, student government activi-
ties, band practice, scientific experimentation, or field trips, represents
genuine innovation for that particular school or school district.

Morcover, the emphasis in compensatory educational programs has been
not merely on providing some kind of education to the disadvantaged, but
on developing a curriculum which is pertinent to the real life situation of
the children involved, and which takes advantage of the tendency noted
particularly among the disadvantaged, but characteristic of many children,
to do rather than to be told. The Project Able program in Hillburn (N.Y.)
has put emphasis on ‘‘doing” :ctivities throughout the curriculum, and in
addition devotes a half-day a week to participation activities like dancing,
dramatics, science experiments, and field trips. This general emphasis on
approaches to learning that require the active physical participation of the
children is part of many compensatorv programs. Another emphasis 1s on
multiple-level learning materials. Although the eventual goal of these pro-
grams is to raisc the academic achievement of zll the children, materizals
must be provided that are within the scope of their present ability. Conse-
quently, one effort in this direction has been to provide multilevel ma-
terials which allow for extensive individual differences even within a given
classroom. In order to accomplish this, many projects have had to devise a
good deal of original teaching material to suit the needs of their particular
disadvantaged population. The aim, and the end product of much of the
curricular alteration, has been to sce the curriculum as a continuous verti-
cal learning scquence rather than as a series of grades, cach with a separate
and 1solated content. This kind of overview has often been the function of
curriculum coordinators who are added to many project stafls to help unify
both the innovations and the familiar into a coherent whole.

Although much of the emphasis in compensatory programs has been
placed on reading and language development, an expanded notion of what
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constitutes learning and learning materials has affected all the academic
arcas. In mathematics, whether new or old, manipulative materials provide
for independent discovery of basic number concepts. Abacuses, geometric
figures, fractional parts, peg boards, and other concrete objects have en-
hivened the more traditional and abstract approach to teaching mathemat-
ics. Scientific apparatus, on all levels of complexity for all grade levels, has
been utilized to enable students to learn through experimentation the fun-
damental facts of science. In Pittsburg (Calif.) the science curriculum
was revised into a gardening and practical botany curriculum with a re-
duced emphasis on reading and text and an increased emphasis on direct
experiences in raising plants, soil testing, and other practical approaches to
science. Much of the experimental work on which fundamental curriculum
revision can be based is still being done. Stanford University is conducting
two c.perimertal programs—onc a total program and one a partial pro-
gram—concerned with revision of the mathematics curriculum in terms of
the disadvantaged. Many schools have brought together local teachers and
adminustrators for consultations aimed at developing curriculums suited to
their particnlar local situation.

The efforts at making the curriculum concrete are part of an overall
emphasis on a multisensory approach to learning. At all grade levels there
has been ar: extensive use of audiovisual aids: film strips, overhead pro-
jectors. 'ape recorders, and the like. Closed and open circuit Tv has been
used extensively in two ways. First, to tune in on local educational situa-
tions; second, to televise special material 1o a number of classrooms in one
or more schools. In a few projects programed workbooks have been used to
individualize instruction in science, arithmetic, and social studies. In Pasa-
dena, a library containing not only books, but filmstrips, pictures, tapes,
and records has been set up for pupil and teacher use.

The use of specialists in art, music, and other special fields has served to
upgrade instruction in those arcas. Special art classes and individual or
group music instruction are often supplemented in the classroom by art
prints and phonograph records. Grade-level music performance groups are
used to motivate interest in participating as well as listening. In the social
studies, science, and English, investments have been made in new text-




books that provide a high interest level for pupils with a low reading skill.
But in terms of content, little could be done until very recently about the
inadequacies of content in the available social studies and history books.
Faced with the traditional texts which dealt little if at all with the place of
Negroes and other minority groups in American life; and faced, at the
same time, with classrooms filled with minority group children, many com-
pensatory programs have placed great emphasis on devising enrichment
materials that will provide these children with a sense of having a signifi-
cant place in the culture. In the primary grades there has been a concen-
trated effort to enlarge the pupil’s self-awareness and improve his self-con-
cept in a general sense. This i1s done through the frequent and public use of
his written name, through the installation of full-length mirrors in class-
rooms, and through photographs of children in the school prominently dis-
played on bulletin boards and in school publications. At the higher grade
levels, participation in Negro History Weck is almost universal among proj-
ect schools serving largely Negro populations. The children investigate the
lives of important Negro citizens, make bulletin boards and display pic-
tures of Negroes at work in the community, put on assembly programs
celebrating the contribution of Negroes in America, and otherwise seck for
sources of pride for themselves and their community. In addition, supple-
mentary readings from the works of Negro authors and books on Africa and
Latin America are made a regular part of high school curriculums. Where
other munority groups are involved. the schools attempt similarly to en-
courage pride in self and community. In a Merced (Calif.) program to
teach correct Spanish to Mexican-American pupils, the pupils’ pride was
reinfor~ed by a study of Hispanic culture that included establishing a rela-
tionship with a school in Mercedes, Uruguay. In Akron (\.Y.), a program
for Indians of the Sencca tribe brought in Indians who had achieved status
as inodels for the pupils.

But perhaps no techniques for enlarging the sclf-awareness of the disad-
vantaged child and sunultancously enriching his educational experience
have been so widely used as those of taking the child into the community
and bringing the community to the child. This is done by ficld trips and
visits from guest speakers. It is no figure of speech that disadvantaged chil-
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dren :nhabit ghettos, particularly in big cities. Crowded into the oldest and
most run-down sections of the cities, many of them have never been fur-
ther than two blocks from home. For Negro children in Harlem, down-
town New York with its theaters and restaurants might as well be Paris,
2,000 miles away across the ocean. Rural children, particularly in western
areas, are, bv contrast. confined by too much space. Geographically iso-
lated, they know nothing but their own small towns, and perhaps one or
two neighboring ones, in which the local movie, if there is one, 1s the prin-
cipal source of what might be called cultural enrichment. For both these
kinds of children a field trip can open windows on the world. A list of the
kinds of places to which children from project schools have been taken
would fill pages. Detroit maintains a bus and a driver solely for field trips.
Chicago has a special budget allocation to provide a free bus program to
children without funds of their own. The system is made nore econom-
ically feasible by using, during school hours, the buses used to transport the
physically handicapped before and after school.

San Francisco devotes an entire project to field trips and complementary
pré- and post-trip activities. Research projects preceding trips, panel dis-
cussions, written compositions, and other activities after them are used to
extract a fuli measure of educational benefit from the experiences. Albany
also made wide use of field trips and the experiences which could be de-
rived from them to supplement its Project Able program. On foot and by
bus, classes were taken to restaurants, libraries, art exhibits, museums,
famous buildings, flower gardens, airports, and industries. They took sci-
ence field trips to local woodlands and game farms and social studies field
trips to the capitol building. When they returned to class they might make
a scrapbook, or a beaver diorama, or a map of the route they had used on
their trip. They might write thank-you notes, or stories for the school
newspaper. The trips were also used to motivate research, reading. and
composition, and to provide the children with experiences in group deport-
ment and in performing introductions.

Field trips may provide the city child with his first view of the whole
city he lives in—as in the San Francisco project where first-graders were
taken by bus to a high vantage point to look over the city. Or he may get




hus first view of a natural wonder—as in Pittsburgh where project children
were taken to Niagara Falls. Or he mav get his first view of a real cow. A
field trip may explore the past in muscums and historic sites; the present in
newspaper offices, defense installations, and city construction sites; and the
child’s own future in visits 1o universities. hospitals, or other places where
he can sce, often for the first time, Negroes or other minority group mem-
bers working as professionals. Field trips for rural children may be excur-
sions to the city, dinner ina restaurant, a trip to a dairy, or toa uni\'c.rsit’\'.
Where programs are designed to instill a work orientation or to promote
healthy attitudes toward jobs, field trips arc often made to factories or of-
fices to help make real the world of work. Many compensatory programs
make a special cffort to include a variety of adults on field trips— parents,
if they can come, so that they can share and talk about the experience later
with their children; other teachers, principals, or volunteer college stu-
de: 13, to provide the children with the experience of being with a number
of literate and interested adults.

When the child cannot, or does not, go to the community, the com-
munity can come to the child —in the form of visiting firemen, literally or
otherwisc. Guest speakers, particularly successful minority group mem-
bers or graduates of project schools who are working in a field for which the
children are training, are especially effective in raising the sights of disad-
vantaged children. Albany combined its field trips with an extensive pro-
gram of guest speakers who demonstrated everything from puppet-making
to grooming and jazz, who described such disparate occupations as nursing,
refrigerator repairing, and the writing of children’s books, and who talked
knowledgeably about places in the world ranging from California to exotic
Montevideo. In addition to themselves and their knowledge, guest speak-
ers may bring picces of the world, mn the form of geological specimens, mu-
seum models of birds and inscct life, printing plates, or tools of the trades.
In Pittsburgh, a visiting pharmacy student demonstrated how a druggist
compounds cough medicine and ointments. It is as much the contact with
a community leader, or a professional person that is of benefit to the pupils,
as 1t 1s the particular topic of discussion.

Visits to and from the community are a major emphasis in curricular en-
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richment for the disadvantaged, but much of the emphasis in curricular
change has focused on the language arts. No area of the curriculum has re-
ceived as much attention in compensatory programs as reading and lan-
guage development. Indeed, the attention given to all other subjects com-
bined in compensatory programs does not equal the attention that is given
to reading, alone. The reason for this concentration of attention is obvious.
Without an ability to read not only adequately, but well, a pupil stands
little chance of achieving academic success. The effort devoted to the train-
ing of reading teachers, to new approaches, methods, and materials in
teaching reading, and to the encouragement of reading as an enrichment
technique is sufficient evidence of the vital importance of reading in the
learning hierarchy of skills.

Reading and language development

Further evidence of this importance is the extraordinary attention paid to
remedial reading in programs for the disadvantaged. Indeed, remedial read-
ing ranks with guidance as the most widely used single approach to com-
pensatory education. Remedial reading teachers are not new in educational
circles, but in the past they often served several schools and devoted only
a small portion of each week to any given group of students. Currently, in
many programs, the extensive needs of disadvantaged children in the arca
of remedial reading have called for the employment of reading specialists
of much more extensive availability, often one or more teachers per school.
Although these teachers may serve other functions within a language pro-
gram, remedial work usually takes top priority unless there is a special
teacher assigned only to remedial work. In Kansas City (Mo.), a reading
specialist who is also available for consultation by classroom teachers, con-
ducts small remedial classes of 6 to 10 pupils during school hours, using ma-
terials related to the reading levels of each pupil. When the pupils return
to their classrooms, however, they work with materials of their assigned
grade level. In San Francisco, special project teachers in the elementary
schools give special reading help twice each week to grade-level groups of
about 12 children. At the secondary school level, remedial work is carried
on in a reading laboratory to which pupils in need of help come from their




regular classes. In some San Francisco high schools all project pupils are as-
signed to a ninc-week developmental reading program after which they are
transferred into courses that lend themselves to flexible scheduling. In
Baltimore there arc 23 rcading centers throughout the city to which chil-
dren are assigned for remedial reading instruction. The child is a member
of his homeroom class at his own grade level, but is instructed in reading in
a reading center for one hour a day. In addition, two to five extra periods a
week are set aside for English instruction in schools in disadvantaged areas,
and eighth-grade pupils who are bechind in reading can elect three addi-
tional periods of English for remedial reading instruction. The area of re-
medial reading is one in which volunteers have made extensive contribu-
tions.

The assumed relationship between the quality of oral language develop-
ment and success in reading has led to an increased emphasis on speech and
conversation development, particularly in primary school programs for the
disadvantaged. This is an extension of the preschool emphasis on oral lan-
guage and is based on the same rationale. Indeed, one of the benefits often
cited for putting more adults, or fewer children, in the classroom is that a
reduced teacher-pupil ratio allows time for more individual conversation
and small-group discussion. The Willow Manor Oral Language Project in
Oakland (Cahf.) was specifically devoted to the encouragement of lan-
guage usage. Teachers were encouraged to examine the curriculum for situ-
ations that might require speech from the children, regardiess of the spe-
cific subject matter involved. Storytelling, dramatics, and singing were ex-
tensively used. Special listening tapes were developed to give children more
opportunity to hear speech used well. Use of audio equipment to cnable
children to hear correct speech as well as to make recordings of their own
voices is a widely used technique for developing oral language skill. In Buf-
falo, a speech therapist was employed 1n a school improvement program,
not only to help children with speech problems, but to introduce into the
regular classrooms once-a-weck, 30-minute lessons that included poctry
readings as well as specific remedial speech practice.

Role playing has proved a useful tool for improving the ability of disad-
vantaged children to communicate orally and in other ways. Acting out a
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situation may often be the first step in getting what is apparently a non-
verbal child to describe a situation in words. In San Francisco, the drama
demonstration project is a special program for seventh- and cighth-graders
that emphasizes the use of drama throughout the day. In addition to pro-
viding the pupils with a special curriculum, the project allows them to par-
ucipate n sciccting and helping to stage out-of-school dramatic produc-
tions with the help of community agencies.

In the arca of language, the problem of the use of languages other than
English is one with which a number of school systems have had to cope. In
Chicago this problem has been met 1n some schools with “opportunity
rooms.”” Here non-English-speaking pupils who are new to the school are
taught subjects in which language 1s a major factor. In special classes im-
ited to 25 pupils, activities like physical education, music, art, and assem-
bly are given, along with a regular class at their own grade level. New York
City, with 1ts extensive Puerto Rican population, has implemented the
recommendations of the well-known Ford Foundation-financed Puerto
Rican Study (1953-57) with what is called the non-English-speaking pro-
gram. At the clementary school level most non-English-speaking pupils are
assigned to regular classes where there is more English language stimula-
tion. But special non-English coordinators and special structional ma-
terials are provided to schools m which they are registered, and pupils
whose language ability 1s considered limited enough to handicap them are
provided with special language attention daily. In conjunction with 1ts non-
English program, New York also conducts Operation Understanding, a
program of teacher exchange between New York and Puerto Rico, de-
signed to provide an enriched experience for the pupils and the teachers in-
volved. Another extensive program is the one in Texas that provides Eng-
lish language mstruction to more than 20,coo Mexican-American pre-
schoolers. At a higher grade level the same population is the object of a
special program in Tucson, devoted to teaching English as a second lan-
guage. In Philadelphia, an exchange teacher from Puerto Rico was hired to
work for part of the day with Puerto Rican children in classes utilizing both
Spanish and English. In Oxnard (Calif.), a language resource teacher is em-
ploved to give English instruction to the non-English-speaking pupils and




to assist the regular teacher in preparing special instructional materials. In
Chicago, Cantonese-speaking children in one program have all school work
with their peers, except in primary grade reading classes. Spanish-speaking
pupils in a program in Merced (Calif.) are grouped in daily Spanish classes
according to their ability to read, wnite, and speak Spanish. The Merced
program is an attempt to mstill in seventh- and eighth-grade Mexican pu-
pils a sense of pride in their own cultural heritage by teaching them how to
speak their own language well and by acquainting them with job oppor-
tunities open to bilingual applicants.

The programs of remedial language arts have not been limited to school
hours. After-school study centers in a number of communities offer reme-
dial instruction in reading through the services of teachers or tutors, and
remedial reading summer schools are regularly scheduled 1n several cities.
San Francisco even has a before-school reading improvement program
three days a week.

The greater the success of the regular teaching program. of course, the
less the need for remedial work. Therefore the improvement of the teach-
ing of reading by sharpening teacher skills has assumed major importance
in many compensatory programs. Often it is not a question of simply sharp-
ening existing skills, but of teaching new ones, for there has been a rapid
production of approaches and techniques for the teaching of reading, not
the least controversial of which is the Iniual Teaching Alphabet. The issuc
of just which of these approaches is the most effective m teaching the disad-
vantaged is yet to be resolved. Studies that may help resolve this problem
are being conducted now in New York, Nashville, and University City,
Missouri. A program at City College in New York also explored the signifi-
cant factors i a given method which are related to teacher understanding
and use of that method. But the various techniques for teaching reading
and the principles of learning reading are the subject of inservice workshops
in a number of programs.

New Haven’s reading program, for example, that serves about 13,000
pupils, includes extensive mservice education for teachers through work-
shops, bulletins, attendance at professional meetings, and classroom demon-
strations. New York has city-wide television courses on the teaching of




4. Innovations in schoo! program and staffing patterns

reading. Similar large-scale programs to improve the teaching of reading
are part of many school improvement projects. These efforts, it should be
noted, are not always, or even usually, directed specifically toward the dis-
advantaged, although undoubted benefits accrue to the least competent
readers from any program of reading improvement. One program which zs
directed to the disadvantaged, however, is the extensive program of inserv-
ice education for Negro teachers of reading in the South. It is a project of
the Education Improvement Project of the Southern Association of Col-
leges and Secondary Schools in Atlanta. But inservice workshops are not
confined to the elementary school level where the teaching of reading has
always been a major area of concern. Cleveland has a junior high school
reading program which emphasizes the upgrading of the teaching of read-
ing for all subject-matter classes. Six junior high schools have continuous
inservice workshops for teachers in these schools and neighboring schools,
directed at helping teachers to recognize reading-connected academic dif-
ficulties at the higher grade levels, as well as making them competent to
help with reading problems regardless of the subject matter involved.

The training of skilled teachers of reading is not limited to workshop
time. The initial step in upgrading a reading program is often the introduc-
tion of special personnel designated as reading consultants, reading special-
ists, language arts specialists, or consultants, who not only conduct the
training workshops, but work in the classrooms as well. Sometimes the
specialists themselves will teach. Reading improvement teachers in New
York City actually teach a minimum of 18 classes a week while the regular
teacher takes time out for a period of reading preparation. More often the
function of these specialists, over and above the workshop sessions, is not to
teach reading themselves, but to help the classroom teachers to do so.

In Boston, a reading program sponsored by the Action for Boston Com-
munity Development (aBcp) is specifically designed to improve teacher
skills. Pupils in the upper primary school grades are grouped homogene-
ously according to reading ability and spend 40 minutes each morning and
30 minutes each afternoon in a developmental reading program. Lessons
are conducted by the classroom teachers while a special reading teacher as-
signed to the project, acts as a consultant in the use of materials and tech-
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niques. At rthe junior high school level in the same program, reading work
occupies an hour a day.

There are two major ways in which a number of compensatory programs
have utilized special reading personnel: to demonstrate or conduct classes
for regular teachers, and to function as resource people providing sources
of information on new materials and new reading techniques. In addition,
a reading specialist will often conduct the reading tests that determine how
the children are assigned to reading groups. Testing and subsequent ho-
mogeneous grouping of children by reading levels is an almost universal
practice. Through subgrouping within the classroom, even greater homo-
geneity is achieved. Equally universal is the effort, in reading as well as in
other curricular areas, to use a multisensory approach to learning through
providing an increased varicty of touch, taste, smell, and sound experiences
with which the child will need to deal verbally. Plants, animals, foods, pic-
tures, and records are brought into the classroom —anything, no matter
how commonplace they are among middle-class children, that can repre-
sent a new experience or evoke a new word from a deprived child who has
never been exposed to these objects.

In Philadelphia, to use a fairly common example, one beginning class of
readers built its lesson around a live puppy that had been brought to class.
The children’s reading was based on their experiences in playing with the
dog. The use of experience charts, word cards, and child-invented stories
are techniques that have been used to encourage self-selection of both sub-
ject and vocabulary.

The enrichment of prereading experiences and related individual read-
ing materials at the primary grade level answers a fundamental need for dis-
advantaged children —that 1s, to make learning to read a personally impor-
tant goal and a personally relevant function. The provision of appropriate
reading materials for these children is one of the areas in which the schools
have had to meet a substantial challenge. The typical middle-class fanuly
situations described in the typical readers for beginners, often seem to an
urban slum child to be critical of himself and his fanuly. The presence of
the father as a major figure in the home — the depiction of as simple an act
as the family sitting down to a meal together —may be so unfamiliar to the
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child from a fatherless urban slum home, or to the Indian child who forages
for himsclf in the {requent absence of both parents, that he is instantly
alicnated from the material and often from all reading as well. One solution
has been to let the children develop their own reading materials. In Ra-
cinc’s kindergarten project, children’s pictures on ditto masters were often
used to illustrate children’s stories that they dictated to the teacher, and
reproduced in a monthly “‘newsletter” sent home to their parents. Minne-
apolis has an elementary reading materials development program that in-
volves a writer-coordinator, reading teachers, and classroom teachers in a
project to explore new methods and materials. Dayton’s Talent Develop-
ment project has made use of child-created reading materials. Trenton has
emphasized child-cenitered creative writing and reading programs. In
Rochester (N.Y.), a new Project Able program, Project Beacon, has em-
ployed a writer and an illustrator-photographer in order to develop new,
illustrated reading material based on the children’s experiences. As far as
published materials are concerned, the field is opening up, but the results
have yet to find their way into a substantial number of classrooms. Various
publishing houses and educational institutions are working on readers that
are more representative of city and multi-ethnic group cultures and that
will be more relevant to disadvantaged children than stories about Dick
and Jane. Perhaps the most widely known of these contributions is the
“Jimmy Serics” of pre-primers, developed in the Detroit Public Schools,
in which Negro characters appear, the first Negroes ever used in a basic
first-grade American reader. Detroit’s integrated urban environment scries
now covers grades i through 3 and provides primary grade children in De-
troit and several other cities who have made usc of 1t, with a series of prim-
ers featuring urban settings, so-called natural specch patterns, and a set of
racially integrated characters.

In secondary schools there has been an effort to provide appropriately
advanced and interesting information at a varicty of simplified reading lev-
els, in addition to making these materials relevant to the lives these children
live. Hunter College in New York is developing the Gateway Lnglish series
of reading materials for city junior high schools. In Jay (Mainc), the di-
rector of a small project for slow-lcarning boys developed a dittoed reader
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that dealt with experiences, such as fanuly arguments, with which these
children could identify.

Within the framework of the existing published material, various proj-
ccts have attempted to personalize and enrich the reading experiences of
their pupils. In Buffalo, for example, a reading specialist analyzed the read-
ing nceds of cach class in the school. Sets of basic readers were matched
with the children’s reading abihity and, mn addition, take-home books and
supplementary readers were pliced m classroom libraries. The children
were thus exposed to hundreds of books from which they might select the
books that interested them to take home, to read mi class, or to just look at.
In Fhint (Mich.), mothers cut up and bound individual stories from old
school readers to provide easy reading booklets for the children. Flint also
made available a child’s dictionary to the family of every project school
child in grades 4 througis 4. In many project school classrooms, current-
event materials are provided to help overcome the absence of magazines
and newspapers in the children’s homes. In Kansas City, a morning and an
afternoon newspaper are delivered to cach classroom in project schools to
be taken home by the children on a rotating basis. In Chicago, textbook
funds are used in some schools to buy current-event materials for cach
child.

While almost any experience which enlarges the awareness of a child and
encourages cither oral discussion or reading can be classed as language en-
richment activity, a number of project schools have instituted programs
which directly encourage the use of language as a creative tool. Puppetry,
creative dramatics, the use of teletrainers and tape recorders, creative writ-
ing courses, newspapers, home newsletters, special research projects—are
all encouragements to exploit language imaginatively. The publication of
the children’s poetry and stories in school bulletins 1s a stimulus to an in-
terest in reading and writing.

Philadelphia has an extenstve program of language enrichment centered
around the work of language-arts teachers. Among other acuvities these
teachers conduct a special program in literature, reading, functional and
creative writing, and other language skills for an ungraded group of poten-
tially talented intermediate children who might otherwise get lost among
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their classmates. In addition, the language-arts teacher conducts a litera-
ture program for all of the elementary school children while their classroom
teachers attend an inservice training workshop. This literature program
mav include a movie, film-strips, or a read-aloud story; the classroom
teacher is provided with a summary of the movie or a copy of the storybook
for follow-up work.

In the aBcp-sponsored reading program in Boston, project school read-
ing consultants devote one-fifth of their time to able pupils whom they
meet with in groups for onc hour a weck to discuss a book the children are
supposed to have read during the previous week. Tapes of the discussions
arc made ro be used in enriching the regular classroom program. In these
programs, as it is ‘n others, the goal is to expose children to reading and lan-
guage, to the written and spoken word, in as many guises as possible in
order to encourage the widest interest in reading. Reading encouragement
takes a varietv of forms. An Ouakland project has experimented with keep-
ing the school libraryv open during the lunch period. In many programs li-
brarians have been added to the staff as a means of providing for longer
hours—before and after school, at lunch time, or in the evening—during
which children may use the library. In some of the older urban schools, spe-
cial programs prompted the founding of schooi libraries where none had
existed at all. In Buflalo, beoks are given as prizes to pupils in weekly read-
ing contests. In Detroit, sccond-hand paperback books are bought for 1o
cents cach and used to form lending libraries in English classrooms. Ilint
has a Bookworm Club for grades 2 through 6, in which cach book that is
read wins a sticker on onc of 15 scgmeats of a bookworm.

Several school projects have instituted programs aimed specifically at en-
couraging readisg outside of the regular school program. In Detroit, read-
ing clubs have been started in after-school time and on Saturday mornings
under the leadership of a paid or volunteer leader. In these clubs, children
mav explore subject arcas of interest to them in “‘nonschool™ books, and
receive a certain amount of individualized reading instruction. Detroit also
has an clementary school lendirg library in a highly disadvantaged arca of
the city. It is open two afternoons a week after school and even the young-
est children are encouraged to borrow books. This kind of a program re-




quires, as onc okserver put it, “‘a librarian who accepts the idca that a vic-
tory for books is their use by children,” rather than a concern for the safety
and integrity of the book. At one project school, a library caravan buscs the
children to the nearest branch of the public library onc day a weck under
the supervision of one school representative and mothers or teen-age vol-
unteers.

In Chualar (Calif.), the firchouse became the site of the first community
library, established under school auspice .ok fairs at which used books
or books purchased on consignment are sold to the children at cost, are
another frequently used method of encouraging the ownership and reading
of books. In Los Nietos (Calif.), children’s books in English and Spanish are
provided for Mexican-American mothers to read to their children. And in
Flint, primary grade children were sent home carrying books and wearing
tags that said, ‘‘Please read to me.” Older children had bookmarks asking
“May I read to you?". In addition, the Flint schools encouraged reading
by asking parents not only to read to their children, but to read to them-
selves in their children’s presence as a way of encouraging respect for and
interest 1n reading.

The practices described in this chapter have ranged from teacher recruit-
ment, placement, and training, through various modifications of curricu-
lar organization, to innovations in remedial work and enrichment pro-
grams. Although they are complex and varied in detail. it is worth repeat-
ing that the programs of which they are a part arc usually a good deal more
complex and varied. Yet it is clear from what has been described that with-
in the confines of the school day, the schools of the United States. taken as
a group, have marshaled their whole battery of approaches, techniques, and
materials on the problem of educating the disadvantaged.
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5. Extensions of school programs and community involvement

Thie innovations which have taken place within the schoolroom and in the
school day arc only a part of the constellation of approaches that have been
utilized 1n compensatory programs. The conventional under-use of school
plant and school personnel. that has long been a topic for discussion among
school cconomists, becomes a concern of sociologists as well, when the
school happens to serve a disadvantaged neighborhood in which other facil-
itics for education. social life. recreation. and family services are limited or
nonexistent. Many schools serving a disadvantaged population have found
it useful. and often imperative, to leave open the school doors to after-
school educational, cultural, or recreational activities. In fact, some edu-
cators have felt that the school must eventually provide a seven-day-a-
week, 365-dav-a-vear program for its disadvantaged pupils and their par-
ents 1n order to compensate for the limited opportunities in their homes
~ad neighborhoods for the stimulation and encouragement of academic
development.

Extending the school day and year

Actual extension of the school day. as for example. in the Willowbrook pro-
gram’ in Los .\ngcles where pupils are actually kept m school for an extra
hour of intensive traming in skills, 1s less common in compensatory pro-
grams than after-school or weekend activities that cither supplement or
complement the regular schoo! program. Of all the out-of-school acuivities
that have been invented. enlarged. or resuscitated for educating the disad-
vantaged. the most widespread s the institution of the after-school study
center, tutoring center, counscling center., or all three. In the last few vears,
small and large tutoring and study hall programs have sprung up by the
dozens in maior cities. and in fewer numbers in smalier communities, all
across the country. Given the chronic shortage of money and per<onnel
which underlies so many of the school’s problems, this 1s probably not sur-
prising, for study-tutoring centers. like preschool programs are often stafled

1. £ee Willowbrook tCalitj p. 218 m Directory,
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by volunteers. And the study center will unquestionably continue to grow
stronger than ever under the stimulus of funds provided for supplementary
educational centers under the Elementary and Secondary Education Act
of 1964.

It is not possible to make a clear-cut distinction between studv centers
and after-school tutoring and counseling programs, even though at the ex-
tremes they may differ markedly from cach other. On the one hand, therc
is the volunteer program that aims only to provide a quict place for home-
work with a minimum amount of supervision and free from the distrac-
tions of television and family activities; on the other hand, there are organ-
ized remedial classes with paid teachers conducting remedial work for small
groups in reading. mathematics, or the social studies. But these two kinds
of programs are the extreme ends of what is really a continuum in which,
for the present at least, the simpler program seems always to be tending to
move 1n the direction of the more complex program. Once you have the
quict place, in other words, and someone to supervise it, you might as well
have a few reference books; and once you have a few reference books, you
mught as well have someone to help the pupils use them, and so on. Pro-
grams that begin with a simple aim, like the project in the community of
Ken-Gar in Montgomery County (Md.), initiated as a volunteer tutoring
project in private homes, often end up, as did that program, involved in
much more ambitious and extensive programs of assistance. In many cascs,
once the initial effort has made clear the extent of the need and the avail-
ability of help to mecet it, tutoring programs started by volunteers have
been taken over by the school boards and incorporated, along with the vol-
unteer tutors, into the school progam.

Where programs of this kind have been organmized by, or adopted by the
school system, study centers are often located in the school itself, cither in
classrooms or in hibraries. Sometimes thev are, like the volunteer programs,
located throughout the community, in churches, homes, community cen-
ters, or other available facilities. In Syracuse, study and counseling centers
arc located 1n a school, in a community center, 1 two rented converted
stores, and 1 the county jail — where a program of counseling and tutoring
is provided for juvenile offenders. Staffs for the programs are cqually var-




5. Extensions of school programs and community involvement

ied. Volunteer college students who are preparing for teaching make up the
staffs of study centers in San Francisco. In Oakland, many of the tutors are
sccondary school pupils, selected on the recommendation of their counsel-
ors and trained in a summer workshop for their assignments as tutors. They
arc paid 81 an hour for two to four hours of work a week. The Crusade for
Opportunity in Syracuse trains and hires high school students from de-
prived arcas as homework helpers in neighborhood study centers. They
also use local high school students as readers for an after-school story hour
for elementary school children. In Philadelphia, parents of project children
supervise homework centers. In New York City, volunteer parerts, not
necessarily the parents of project children, give reading help and after-
school conversational English practice to children for whom English 5s a
second language. In other cities, women’s clubs or other groups of volun-
teer adults have provided similar services.

Formally organized remedial programs are often staffed by paid teach-
ers. New York City has before- and after-school studyv centers in school li-
braries, where high school students, under the guidance of members of e
regular teaching staff meet in classes of no more than 13 students for r¢-
medial work in English. Programs of this kind are considered suppiemen-
tary to the regular in-school programs of remiedial work, and in the case of
the New York programs, enrollment preference is given to pupils who do
not receive remedial help during the school day. Many communities have
such programs, directed especially at remedial work n reading, and that
utilize the services of paid classroom teachers. Milwaukee, for example, has
an after-school reading center program in which special teachers conduct
remedial reading classes from 4 to 5 o’clock in the afternoon. Chicago has
similar programs for pupils suffering from varying degrees of reading re-
tardation. Most large cities have, in fact, a multiplicity of tutoring or study
center programs. There are an estimated 100 programs operating in Los
Angeles alone. The specifically remedial programs represent only a small
part of the total activities that are going on. New York Citv and Milwau-
kee, for example, have volunteer after-school study center programs in ad-
dition to the programs described above. The New York centers, operating
in about 176 clementary schools, provide small-group remedial instruction
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in reading and arithmetic, library ecrvices, and homework help, and have
an average weekly attendance of 5,000 pupils.

In many study hall programs like this one, attendance 1s purely volun-
tary and pupils come on their own for assistance in homework, for “how
to stud*-" advice, for help with research or library projects, or just to study
m the company of their peers. In Sacramento, a series of neighborhood
study centers was developed to provide the place, the materials and, on
demand. the individual help and encouragement for effective study. Pretty
rauch the same combination of ingredients is characteristic of hundreds of
programs, whether they are community or school based, in operation
throughout the country. Many centers are open on Saturday mornings as
well as during the school week. In Austin, a Saturday morning program
provides tutoring and enrichment to 4oo clementary school children.

'T'his combination, tutoring help with enrichment, isa part of many pro-
grams that have used. for example, volunteer college students to help chil-
dren on a one-to-one basis. Sharing almost any activity which might be
used to top off an afternoon of study with an intezested voung adult, can
represent 2 genainely ensiching experience. And all is not meant to be work
i the zat-of-school programs. Just as field trips have provided both fun
and education during school hours, cultural events, hobby classes, sports
programs, soctal events, and other recreational-educational activities have
beey used o enlarge the experience of disadvantaged children during after-
noon, evening. and weekend hours.

¢ yac of the more venerable programs that offer this sort of enrichment is
New York City’s All-Day Neighborhood Schools. For many years they
have provided after-school activities, usually cocurricular, for children in
selected elementary schools. Coverage for the extended school day 1s pro-
vided by extra teachers who are available from 10:30 a.m. to 3 p.m. to help
classroom teachers. From 3 p.in. to 5 p.m. they provide a program of story-
telling, dramatics, singing, thythms, painting, clay modeling, and other en-
richment activities for children who are recommended to the program. In
a somewhat similar program sponsored by ascp in Boston, a corps of teach-
ers was recruited and paid to plan after-school and Saturday activities with
individuals and groups on the basis of special interests the pupils have re-
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vealed 1n class. Cultural activities and field trips, special classes in music,
science, or art were organized according to pupil interest —with uninter-
ested pupils encouraged to participate as well. Special activities ranging
from woodworking to putting out a school newspaper are part of an ex-
tensive program of after-school enrichment in Newburgh. A program along
the same lines 1s being initiated for able pupils in Cincinnati schools. Buffalo
has developed a program that includes before-school as well as after-school
enrichment activities. Special classes in science, music, art, and other areas
of interest are offered to pupils in grades 7 through 12, along with remedial
work when necessary. In Richmond’s Human Development Project, teach-
ers are paid for supervising an after-school program of reading, study, art,
and music appreciation. In addition, pupils are welcome to come to the
program 15 minutes early to participate 1n various cocurricular activities.

After-school special interest clubs have been organized in one Chicago
project modeled after the Urban 4-H Clubs. Cooking, sewing, science, cam-
era, and other clubs were sct up to help grade-retarded 11- to 13-year-olds
make better use of their after-school time. After-school band, orchestra,
and glee club programs represent a familiar type of enrichment activity.
Big-brother projects, in which adult or high school volunteers take elemen-
tary school children on excursions to stores, parks, museums, or other com-
munity points of interest, also make significant contributions to out-of-
scuool education. Phoenix has a Careers for Youth club program in 13
schools that provices enrichment and career guidance for its members.
Rochester conducted a special Saturday morning typing program for cen-
ter-city fifth- and sixth-graders. The pupils, instructed in class by teachers
from the business education department, are permitted to take the type-
writers home for weekday practice. There is, in fact, no end to the special
interests that a school, determined to do so, can accommodate. In New
Haven, the Prince Street Community School oilers among other after-
school activities, arts and crafts, a knitting club, a newspaper club, a tum-
bling club, a drama club, and sports clubs. They also offer a game lounge, a
teen-age lounge, groups for modern dance, model building, weight lifting,
and basketball, as well as parent-teacher sports groups.

Afternoon and evening concert programs, dance groups, and choral and
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instrumental performances in the school auditorium have further extended
the use of the school plant, bringing these cultural forms into communities
where they have not previously been st essed. Project children are often
provided with free tickets for school serformances. But exposure to cul-
tural activities 1s by no means limited .o the activities that can be brought
to the school building. Trips to ballets, concerts, art museums, plays, folk
dances, music festivals, puppet shows, opera, and other cultural events are
a common method of bringing to the disadvantaged child a broadened
awareness of the world. In large cities the opportunities for such experi-
ences are numerous and tickets are often available when the need is known.
Chicago, in fact, appointed a cultural resources consultant 1n 1962 who co-
ordinated the multitude of activities that were available in the city and the
multitudes of children who would profit from participating in them. In
many communities, funds to provide for admission and transportation to
events like concerts, plays, circuses, ice shows, and the like have come from
service or charitable organizations. In many cases, when the need has been
publicized, sponsors of these events have made direct donations of tickets.

Just what cultural enrichment means to a particular child in a particular
school in a particular community depends on a host of factors: What 1s
available locally? What kinds of things that are not available locally can be
gotten to? What kinds of experiences would be meaningful to these chil-
dren? It is an area in which the general comment is less significant than the
specific event and the child’s reaction to it. For a country child, a Saturday
program of enrichment can mean a trip to the city. And for many of the
upstate communities of New York State the “‘city” 1s New York City.
South New Berlin (Conn.), a town of about 450 residents, 200-miles north
of “‘the city,” was the site, in 1963-04, of a Rural Talent Search Program
involving 8 tenth-grade pupils. At 5 a.m. one Saturday morning in early
winter, these pupils got into two cars driven by their guidance counselor
and remedial reading teacher, to begin the 200-mile trip to New York
City. They arrived in the city at 9:15 a.m., parked the cars in the midtown
arca, and took a tour of the Radio City area. Taxis took them to the United
Nations and a crosstown bus brought them back to the New York Public
Library at Forty-second Street. Walking down Fifth Avenue they window-
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shopped their way to the Empire State Building where they went up to
the top for a view of the city. By subway they traveled to Eighty-second
Street and the Museum of Natural History where they toured the Hayden
Planetarium and saw the show. Then back by subway to Times Square, to
eat by candlelight at a restaurant the students thought was “‘plushy,” so
the guidance counselor didn’t tell them it was really quite ordinary. They
walked up from Times Square to Radio City Music Hall for the movie and
stage show, and after a final walk around the Radio City arca they went
back to the cars to begin the 200-mile trip home. A heavy snowstorm made
them two hours late. What may be particularly significant about the trip is
that since no community funds were available to pay for it, the guidance
counselor herself financed the trip out of funds provided for extra coun-
selor time and felt ““well paid by the pleasure and satisfaction received.”
To benefit from such a tripa chiid need not live in the country. Although
the physical distance from Harlem may be less than it is from South New
Berlin, the psychological distance may well be greater. A trip to the heart
of his city can be enriching for the urban slum child too. But for a city
child, a Saturday outing can also be an all-day excursion to the country, or
to a local park, or it may be a weckend camp-out. In Cleveland, the Hough
Community Project used day-long camp excursions as a laboratory for sci-
ence nature study. The trips often provided much needed triumphs for
children who had recently arrived from the rural South who were able to
identify plants and animals unknown to their city peers. In Detront, sixth-
and seventh-grade pupils were taken to the country for a week at a time
and made a contribution to the cost of their outing by cutting, hauling, and
selling Christmas trees, washing cars, mowing lawns, and selling cakes and
cookies, all under the supervision of the school staff and parents. In Boston,
ascp has organized a regular weekend camp program stressing vigorous
physical activity, and combining useful work around the campsite with a
recreational program. The use of organized physical activity as an approach
to improving self-discipline and attitudes toward school has also been used
in a morning program in Washington, D. C. More than 100 boys from spe-
cial classes in two schools participate in a program of organized physical
exercise, showers, and breakfast from 7:30 a.m. to 9 a.m. The program is




led by physical education majors from local universities, aided by a dieti-
cian and two home economics majors.

As effective as the after-school and weekend programs of enrichment and
remedial work are, there 1s perhaps no single area of extracurricular activity
that has so convincingly demonstrated its usefulness in compensatory edu-
cation as the well-planned summer school program. The extension of the
school year into the summer months has, in many urban communities, pro-
vided for an eye-opening exploration of possibilities in the teaching of the
disadvantaged. In one sense, summer school is almost always compensatory,
since it has traditionally provided a catching up time for pupils who have
fallen behind during the regular school year. New York City, for example,
has a special summer program that permits vocational high school students
who would otherwise not graduate on time, to make up courses in which
they have failed. And there has more recently been a trend toward using
the summer as a time to get children ready for their first school experience,
a trend that was established in Project Head Start.

But the degree to which summer school is actually compensatory for dis-
advantaged children depends on the degree to which it is deliberately or-
ganized to be so. Where attendance at summer school involves a tuition fee,
for example, the disadvantaged pupil may be specifically excluded for fi-
nancial reasons. Recognizing this, some cities have eliminated the charge
for summer programs. Chicago made its regular summer school free in 1954,
with a resultant upsurge in attendance. Subsequently the city developed a
number of special summer schools for elementary school pupils in disad-
vantaged areas, specifically designed to explore new ways of educating
these children. Full-time classroom teachers are supplied to these schools
along with a variety of supplementary personnel, special equipment, and
an allocation of funds for bus transportation for 11 field trips. The program
provides for classes of no more than 25 pupils, and is so organized as to al-
low for flexible grouping and regrouping of the children, according to their
ability for work in various subject areas. The teacher’s day consists of an
hour of inservice training, a g a.m. to 2 p.m. school program during which
she eats lunch with the children, and then another period after school for
planning, conferences, relaxation, or further inservice training.
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The advantage of this kind of summer program is that it permits the set-
ting up of school situations closer to the ideal, where the emphasis is on the
individual. Students at New Haven’s free summer school had an oppor-
tunity to explore such new and interesting subjects as *‘Play Production,”
“Mathematical Excursions,” ‘‘Oceanography,” and “‘Crystals,” as well as
to do remedial work in small relaxed classes conducted on a no-examina-
tions, no-marks, no-credit basis. The teachers found that the more informal
atmosphere was conducive to trying out new materials and new approaches
to reaching and teaching the students with whom they had been less than
successful during the school year.

Detroit views its summer school as a laboratory for curriculum change.
An extensive planning session precedes the summer school which is usually
divided into two parts—remedial and enrichment classes, or a recreational
and club program—both of them supplemented by an extensive program
of field trips. Afiernoon and evening recreational and clubactivities involve
adults—parents and school neighbors—as well as the children. Detroit also
conducts summer welcome programs for students who move (in late spring
or carly summer) to the school district from such areas as Puerto Rico or
the South where customs, language, and educational standards may be dif-
ferent.

Milwaukee has set up a center-city summer school using teaching interns
from local universities as stafl. Syracuse also used teaching interus, i this
case from the local urban teacher preparation program, to supplement reg-
ular teaching staff in a summer school program. Portland’s Sabin Summer
School was conducted in conjunction with a program of teacher-training
focused on educating the disadvantaged child.

A special summer reading program in Dade County (Fla.), started n
1962 and serving more than 14,000 pupils in the summer of 1964, provided
daily hour-and-three-quarter classes devoted to reading, oral language
work, and an extensive program of supervised recreation. Special training
sessions for the teachers and an intensive effort to involve the parents are
significant aspects of the program. In Baltimore, the p.1.a. has organized
and financed summer programs that use school facilities, but not school
funds, to provide summer activities and education for center-city children
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through the services of a staff composed largely of volunteers. Less exten-
sive summer school programs, primarily for remedial work, are conducted
in a number of communities. In Brentwood, Long Island, remedial tutor-
ing 1 rcading and mathematics is provided by former students who are
now attending college. Two tutorial programs, stafled by volunteers. sup-
plement regular summer school programs in Los Angeles.

Another kind of program 1s the one sponsored by the Urban Service
Corps in Washington, D. C. The Widening Horizons program uses volun-
teer adults to take thousands of junior and senior high school students on
summer tours of Washington attractions, frem the halls of Congress to the
Folger Shakespeare Library.

Summer day camps or sleep away camps have also been made part of the
schools’ activity. The ascp program in Boston has developed several camp
programs using a variety of approaches to remedial and enrichment pro-
grams. One camp, for example, will schedule formal remedial work in ad-
dition to regular camp activitics. Another camp will work to develop aca-
demic skills through nonacademic activities that require reading and com-
putation, such as weather forecasting, menu-planning, keeping of archery
and rifle scores, exploring with compasses and charts, and so forth.

In Syracuse, the extended compensatory program being developed under
the Mayor’s Commission for Youth includes plans for a summer reading
camp in which able but underachieving seventh- to ninth-graders partici-
pate in a program of reading, counscling, and recreation. High achicving
but disadvantaged high school students serve as junior counsclors.

There are, in addition to all these school based efforts, a number of col-
lege based summer programs that are specifically designed to encourage
higher education. By providing concentrated academic work in a college
setting, they attempt to clevate the achievement and the motivation of
pupils for whom college attendance is considered a reasonable possibility.
The majority of these programs, like those at Hofstra University, Yale
University, Princeton University, Georgetown University, and Franklin
and Marshall College, to name only a few, usually concern themselves with
high school students. But there are also summer progsams, such as those
conducted by the Unmiversity of Detroit and Brandeis University for eighth-
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and ninth-grade students, that aim at instilling in able students an even
carlier orientation toward college.

There is one sensc in which these precollege programs, although they are
not public school based. are representative of all programs of compensatory
education. They do have a specific goul, to prepare the students involved
in them for college attendance; but they also ha e a more general goal, to
increase the desire of the students to seek such an education, and to raise
their aspirations for themselves. And it is this more general aim that they
share with ail programs of educational compensation. For running through
all the programs and practices is a common thread of intention— to reach
the student and to motivate him to want to achieve. Whether this is done
through teaching methods and materials that help him initiallv to succeed,
in spite of himself, or through teacher training that improves his chances
of having sympathetic and competent leadership, it is ultimately how the
student feels about himself and the possibilities for his own achievement
that will determine the effectiveness of the program. And because it is stu-
dent attitude which is at the heart of successful learning, it is counseling
and guidance which are at the heart of many programs of compensatory
education.

Guidance and cozmse/iﬂg services

To the extent that any relationship between a teacher or administrator and
a student involves the component of instilling motive and direction. guid-
ance has always been at the heart of school life. But what has been desig-
nated as guidance 1n the school svstem has often been a crisis-oriented ac-
tivity, and what has been called counseling has traditionally been largelv
vocational. Personnel specifically trained in understanding the social, psv-
chelogical, and intellectual development of children have been utilized
primarily to help teachers deal with the failing, the underachieving, or the
disruptive students. There has been little effort in the past to provide svs-
tematic guidance for all students. Instead. help has been directed to those
students who have been referred to counselors by distraught or disen-
chanted teachers or administrators. With the increasing concern of edu-
cators for the fuller development of the disadvantaged, counseling and




guidance activities have come to play an increasingly prominent role in
school life. Together with programs for reading improvement, some form
of guidance is the onc almost universal component in projects for the dis-
advantaged. Guidance personnel do. unfortunately. continuc to be -
volved in their traditional preoccupation, dealing with the musfit. But
there is more emphasis on carly detection of musiits through clementary
school guidance. A St. Louis program focuscs on carly identification of, and
assistance to, those children who exhibit behavior patterns likely to lead to
later school problems. A number of cities have initiated guidance programs
at the elementary school level.

Seattle initiated a pilot guidance project in some elementary schools
using oersonnel designated as pupil service coordinators. Boston has an in-
tensive adjustment counscling program for clementary and junior high
school pupils who have been referred because of symptoms indicating emo-
tional, behavioral, or environmental problems. A school adjustment coun-
sclor provides individual pupil diagnosis and counseling. and also visits the
pupils’ homes to help solve family problems. Often these problems are
solved by arranging for social agency referral. The counsclors work closely
with teachers and ad:inistrators in order tc keep them apprised of wayvsin
which they might better deal with the child in the ciassroom. Junior Guid-
ance Classes in Nev: York City provide a special resource for disruptive dis-
turbed children under 10 vears of age who can benefit from this thera-
peutically oriented program. Another New York facility. the well-known
Northside Center for Child Development, uses group psychotherapy for
potentially disturbed youngsters as an approach to solving behavior prob-
lepis severe enough to cause scrious difliculties in school adjustment. Al-
though programs such as these are not exclusively designed for the disad-
vantaged, these children are usually well represented in the arcas served.

At the secondary school level, the disruptive student, unless he 1s severe-
Iy emotionally disturbed, 1s usually dealt with as a potential dropout. Most
of the transition and dropout prevention classes described so far contain a
large complement of guidance, in addition to curricular modifications and
opportunitics for carly work experience.

But a major emphasis in current programs for the disadvantaged 1s the
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provision of guidance not merely to the disrupuve students, but to all stu-
dents in a project school. A great many programs are specifically guidance
oriented. Less emphasis 1s placed on actual changes in the school organiza-
tion or curriculum than it is on individual and group counseling designed
to increase the student’s self-understanding, to enhance his self-concept,
and to improve his motivation and attitudes toward school.

New York City’s Project Able is specifically designed to measure the
usefulness of providing full-time guidance services in a high school setting.
In many large programs, universal individual counseling is often limited to
an initial interview in the fall with each child (with or without his parents),
to discover any special problems the child may have, and to establish a
basis for continuing or sporadic contact. Coupled with group guidance and
teacher-based guidance services, this kind of program involves more fre-
quent and more regular contact between the counselor and his counsclee
than has been the usual practice. One of the first steps in putting a guid-
ance oricnted program into effect, therefore, has usually been the employ-
ment of extra guidance counselors and such supplementary personnel as
psychologists, psychiatrists. and social workers on a full- or part-time basis
to reduce case loads to a level where more extensive encounters are possible.
Some cities have made use of nonprofessional personnel to complement or
supplement the activities of the professional guidance counselor. In River-
side County (Calif.). for example. high school students were used as in-
terpreter aides in a program serving Mexican-American students. The Ur-
ban Service Corps in Washington (D. C.) has trained adults as counsclor
aides to relieve the guidance counselor of a number of peripheral duties.

The emphasis in individual counseling sessions is on establishing personal
contact with cach pupil about whom much is usually already known
through available school records. through tests, and through comments
from his teachers and administrators. One of the activites of the Coachella
Valley McAteer project was an attempt to measurce the self-image of the
population, many of whom were Mexican-.American migrant children. This
was done through interviews and a project-designed self-concept scale. The
program also included mterviews with ““successful™ pupils in order to at-
tempt to determune the kinds of circumstances which fostered academic




achicvement among these children. Since the compiling of as complete a
filc of information as possible on cach student is onc of the first steps in pro-
viding intelligent counseling, guidance programs ideally work closely with
the rest of the school stafl including social workers, home visitors, or other
personnel who can provide information about famuly situations. In Kings
County (Calif.), the McAteer program used local college social welfare
students to visit project students” homes and prepare social histories of the
children.

Over and above simply making contact, the purpose of an individual
counseling session is to help the pupil set personal goals, and to help him
find wavs of dealing with personal problems and attitudes that arc inter-
fering with his ability to achicve those goals. Most individual guidance is
oricnted toward improving the student’s self-concept, morale, and personal
organization; tovard helping him with the sclection of courses appropriate
to his temperament and his abilities; and, at the higher levels, guiding him
toward appropriate carcer goals. Onc of the cfforts of a counscling program
in Washingtor, D. C., was to convince qualified students, together with
their parents, o. the necessity of taking the more difficult academic sub-
jects that would equip them to continue their education. Individual guid-
ance mav have a particular function in transition situations. Oakland hasa
special reception service. to receive, counsel, study, and properly place in-
coming pupils. A similar reception room service 1s provided under the
auspices of the Youth Opportunitics Board of Los Angeles.

In most guidance programs much of the educational and vocational coun-
scling takes place in group guidance sessions. While individual interviews
establish rapport and enable the student to talk out his personal attitudes,
goals, and problems, group sessions arc uscful for exploring common atti-
tudes which mayv be supportive or antithetical to academic success. Fur-
thermore, these sessions can play a significant role in developing mutual
peer group emotional support or in redirecting peer group standards. In an
cazlv experimeninl guidance program in White Plains (N.Y), a group of
underachieving junior high school students took part in both individual
and group counseling sessions. The group meetings evolved into ““bull ses-
sions” for discussing study habits and peer group expectations, as well as

99




5. Extensions of school programs and community involvement

for planning such activities as weekend camping trips, visits to colleges and
museums, and attending concerts. In this program, occupational and edu-
cational information was introduced n individual counseling sessions, but
more often this informational function of guidance programs is served by
group guidance sessions. Sessions of this kind may be utilized to help easc
the transition of seventh- and cighth-graders into the more departmental-
ized secondary school program by providing them with information about
just what the secondary school program will be like. Chicago provides pu-
pils in disadvantaged arcas with intensive educational guidance during the
last half of the cighih grade in order to encourage high school attendance.
Or guidance sessions may be used to help the pupils become aware of edu-
cational opportunities open to them in their present school.

Weckly or even daily group guidance sessions are often incorporated into
the school day with the counselor acting as a teacher and introducing ma-
terials related to carcers, career planning, and vocational opportunities.
Brentwood, Long Island, has a 10-week course for ninth-graders called
“Exploring Occupations.” At the same time that guidance has expanded
its personal counseling role, it has enlarged its informational role as well. It
has become the function of guidance personnel not only to explore the stu-
dent’s vocational interests and aptitudes through tests, but to stimulate his
latent interests, to inform him of vocational and higher educational oppor-
tunitics in his community, to help him channel his in-school and out-of-
school activities in order to prepare himself to accept these opportunitics,
and to consult with his parents and other resource people in order to gain
their assistance in achieving his goals. In a program for Indian students of
the Sencca tribe in Akron (N.Y.). guidance personnel conducted a survey
of former Indian students in order to answer more effectively questions
about suitable course selection, choice of acadenuc subjects, college suc-
cess, and so forth. In Merced (Calif.), one of the counselor functions was to
provide Mexican-/American students with information about job oppor-
tunitics for the bilingual.

The use of models as a means of raising pupil aspirations is a ccmmon
practice in vocational guidance programs. In Wilmington, Project Boys is
a program of in-school therapy conducted by group workers from a neigh-
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borhood scttlement house, supplemented by extensive personal contact
between the pupils and educational models. Successful business men whose
formal education ended with high school graduation come in to talk about
job opportunities, graduates of the project school come back to tell about
their livesand their work, and at Men’s Day lunches the Project Boys share
a meal with business and professional men from the local community.

Fundamental to the raising of student aspiration, however, is the raising
of student confidence by providing him with opportunities for some im-
mediate success: and because success in school is represented by academic
achievement, remedial work, tutoring, and help in improving study habits
loom large as adjuncts to many guidance-oriented programs. In the White
Plains project previously described, one of the counselor functions was the
organization of study groups. In Oakland, a group of teachers in a project
school organized an “‘uplift committee” to plan activities designed to in-
creasc student self-esteem. In addition to providing help with grooming
and manners, the program involved instruction in methods of study and
help with oral language. This kind of an uplift approach characterized an
entirc district program in St. Louis where motivation of parents and chil-
dren was obtained through involvement of the entire school stafl, not
merely through the solitary efforts of guidance counselors. ““Mr. Achiever,”
a mythical character, broadcast weekly hints over the school radio on how
to study and how to succeed in school. ““Mr. Achiever's” advice and ad-
monitions were also strategically placed on hallway bulletin boards and on
the school grounds. .\ though such school-wide involvements in motiva-
tional guidance activities are not the rule, it is not unconunon to find that
one cffect of an enlarged guidance program in a school is the increased util-
ization of guidance counsclors’ help by the teachers and increased consulta-
tive exchange between all members of the school staff regarding both nor-
mal and abnormal student development.

One of the best known of the school-wide guidance oriented programs is
the Higher Horizons Program in New York City. Imtiated as the Demon-
stration Guidance Project in 1950, it originally served only a sclected up-
per half of the classes in the schools in which it operated, but now revised
and expanded, it serves ail pupils from kindergarten to grade 12 in 50 cle-
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mentary and 13 junior high schools. Because individual guidance is con-
sidered a significant aspect of the Higher Horizons Program, sufficient ad-
ditional personnel have been added to provide for at least one individual
mterview with cach child and his parents per vear. In addition to an en-
larged individual guidance program, the group guidance program involv-
ing counseling with parents and teachers, as well as pupils, has also been ex-
panded. The Higher Horizons Program also provides, for the school served,
an expanded and enriched educational program through the activities of
program teachers assigned to each school. These special personnel assist
classroom teachers, serve as resource persons for new teaching techniques
and materials, and coordinate a program of remedial and cultural enrich-
ment activities for the children. The Jacox Plan in Norfolk (Va.), designed
specifically to replicate the transferable aspects of the New York program,
provides a simlar combination of guidance, remediation, enrichment, in-
service education, and parental involvement to the pupils of onc junior
high school.

While the Higher Horizons Program involves the total population of the
schools served, there are a number of programs, modeled in many cases
after the onginal Demonstration Guidance Project, which have dealt with
a sclected porton of the school population. The students are chosen, not
from the most disiurbed, but from the most promising or from among
those students ranked as seriously underachieving. One broad-scale effort
of this type 1s the Project Opportunity portion of the Educational Im-
provement Project, sponsored by the Southern Association of Colleges and
Secondary Schools in Atlanta. Through a cooperative eflort among onc or
more colleges and their neighboring public schools, this program uses coun-
seling, remedial work, and enrichment to attempt to clevate the aspira-
tions and achievement of disadvantaged pupils chosen {rom the top 10 to
20 percent of thetr classes, in a number of communities in the South.

An carlier program of this kind was the McFarland Roosevelt Guidance
Project in Washington, D. C. The program began in 1959 and concluded in
the summer of 1965, when a group of about 150 pupils, who had originally
been selected mn the seventh grade, were graduated from high school. The
program was designed to sce whether an extensive concentration of guid-




ance, remedial work, and enrichment could help disadvantaged children
develop their talents more fully. The guidance program placed emphasis on
helping ndividual students analyze their abilities and subsequently make
appropriate course and carcer decisions based on their understandings. An-
other completed program, Project Mercury m Rochester (N. Y.), studied
the effects of intensive individual counseling on the performance of 15 able
but underachieving students. The students, who were graduated from
school in June 1964, are being followed up for a five-year evaluation of the
success of the program. The Rochester program was one of a number of
New York State-sponsored Talent Search projects, which have used funds
available under Title v-a of the National Defense Education Act to provide
supplementary services to just such able but underachieving students. The
Talent Search programs, most of which are still in operation, make use of
various combinations of pupil and parent guidance, remedial work, and
cultural enrichment through activities like field trips. Field trips that pro-
vide general enrichment are less common than vocationally or education-
ally oriented trips—to colleges and universitics, to hospitals, offices, or fac-
torics—intended to make the students aware of the positive rewards of suc-
cessful school achievement as a way of motivating them to greater effort. In
Shirley (N. Y.), the counselor puts stress on providing information about
financial help that 1s available for programs of higher education. In East
Springficld (N. Y.), the guidance program emphasizes early provision of
cducational and vocational information in order to let the student know
what he is working for. In Providence, the Cooperative Motivation pro-
gram puts a similar emphasts on college orientation, combining visits to col-
leges with group counseling in which members of the college faculty partici-
patc. For the same reason, juniors arc permitted to participate in College
Day programs in disadvantaged arcas of Chicago where interest in college
attendance must be encouraged early. College motivation for the disad-
vantaged may well be one of the pleasantest tasks of the counsclor.

One of the less rewarding but fundamental problems with which gud-
ance personncl have had to concern themselves is that of nonattendance.
Obviously no program of motivation or pupil reorientation can even begin
to funcuon until the pupil 1s physically accessible. High transiency rates
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(in one Philadelphia neighborhooa the principal reported a pupil turnover
of 85 percent in one year), particularly in urban communities have pre-
sented staggering problems to the schools in simply keeping track of pupils.
In 1963 Chicago initiated a program called “‘Impact” designed specifically
to cope with clementary school nonattendance. It enlisted the services of
attendance officers and supplementary personnel in making home visits,
which, if unsuccessful, were ulumately followed by placement of the pu-
pils in special ““Impact” rooms for intensive attention. In St. Louss, high
school combat tecams consisting of a guidance counselor, a social worker,
and admistrative assistants arc utilized in combating persistent absence
and tardiness. The fact is, the absence problem can no longer be handled in
the old way by a truant officer. Problems of nonattendance are more apt
to be dealt with now by guidance personnel, social workers, or home visi-
tors who can direct concentrated attention at the root causes of the prob-
lem in the home. Truancy is onc of the arcas in which schools serving disad-
vantaged neighborhoods have been forced to recognize the significant role
of parental attitude.

School-home-parent relationships

The truant child, particularly in the urban slum community, is no longer
the overalls-clad barefoot boy of comic strip fame sneaking away from his
parents on a particularly fine spring day with a fishing pole over his shoul-
der. The truant is more often a child, or a youth, who with the collusion
of his parents, or at least without their active opposition, has simply stopped
going to school. The parents of many of these children have under-
standably lost confidence in the ability, or even the willingness of the
school to educate their children. In spite of the fact that low-income nu-
nority-group parents are often painfully aware of the value of education as
representing one of the few available routes out of the slums for their chil-
dren. they have often come to regard the instrument for imparting that
education, the school, as an alien and possibly hostile force. Parental indif-
ference as to whether or not a child attends school is by no means the only
problem. In fact, as the Waxes and Dumont pointed out in their sensitive
study of education in an American Indian community, Indian parents who
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live on reservations are often insistent that their children go to school be-
causc they are convinced that by simply “‘going to school” the child will
get educated. The lack of involvement on the part of these parents arises
from the fact that they have little interest in or knowledge of what the
child does when he gets to school —little awareness of what *‘getting edu-
cated” means. I'or them the school is not necessarily hostile, it 1s only in-
comprehensible.

All too frequently, the school’s middle-class bias has caused it to regard
the parents of the disadvantaged as equally incomprehensible or, if com-
prehensible, antagonistic to the aims of the school. Indeed, the relationship
between the school and the disadvantaged parent often deteriorates as the
school carcer of the child progresses and the parent and the school begin to
blame cach other for the faillure to achieve behavioral and academic com-
petence. But an open breach between school and home benefits neither the
antagonists ithemselves nor the child with whom they are both presumably
concerned. In the long run, parental support and involvement have been
proved to be crucial to the success of compensatory programs.

Among the school’s primary efforts at improving home-school relation-
ships are teacher reorientation programs, designed to help the teacher un-
derstand her pupils’ families, from their food and sex habits to their pre-
dominantly practical attitudes toward knowledge. These programs can help
to overcome antagonisms and misunderstandings that onginate in the
schools, but changed attitudes on the part of the school are not enough. It
remains for the school to reach out to the parents as an expression of this
change. Many parents, even those who have not become openly alienated
from the school through contacts with unsympathetic personnel, are un-
willing, or more often unable, to take an active role in supporting the edu-
cational process. Uneducated themselves. they are, like the Indian parents,
simply unaware of what goes on n the school or of what they can do to
help. The v.r.a., the traditiona! catalyst for home-school mteraction, has
not proved an ffective instrument for involving a substantial number of
disadvantaged parents. Most schools have taken a more aggressive approach
to bringing the school to the parents and ultimately the parents to the
school.
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Initial contact with a fanuly is frequently made through a notice sent
home with a pupil inviting the parents to a meeting or some other school
activity, or to request them to come to the school for a teacher conference,
or simply to indicate that they are welcome at their chuld’s school. In con-
junction with making parents feel welcome, many center-city schools have
publicized an “‘open door” policy and implemented it by attempting to
make the entrance and reception areas of the school more attractive. Fre-
quently, contact with parents is made through home visits instead of writ-
ten notices, for a very simple reason. The kinds of hard-to-reach parents
with whom project schools are usually dealing simply do not think of com-
ing to school in response to any notice that does not threaten expulsion,
failure, or some other dire possibility. A home visit may have one of several
purposes. Because of the high mobility of many disadvantaged populations,
there are often a number of new families to be welcomed into the neighbor-
hood and the school. In Los Angeles, special schiool-community workers
give priority to the task of welcoming and orienting these families as a
means of combating perennial transiency.

Sometimes home visits have an immediate short-range goal. In Chicago,
more than 1,000 parents were consulted on action to be taken as the result
of a survey of their children’s health. In a Houston antidropout campaign,
teachers visited the home of cach child and incoming seventh-grader with
the immediate purpose of urging famuly planning for back-to-school needs.
But more commonly an initial home-school contact has a long-range goal.
It is mcant to be the beginning of an extended parent-school relationship
m which both will help in the education of the child. In Cleveland’s home
visit program, certified teachers are used to mamtain a constant flow of in-
formation between school and home. These teachers inform parents about
the child’s adjustment to school and evaluate the child’s home situation for
the benefit of teachers and administrators.

Several school programs have employed this kind of special personnel. In
many cases, trained social workers are designated as home visitors, visiting
teachers, family workers, or home-school coordinators to provide just this
kind of permanent liaison between home and school. Besides bringing and
interpreting news of the school to the famuly and vice versa, family work-
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ers serve a significant counseling funcuion. They may help parents to under-
stand their own and their children’s behavior. They may suggest ways in
which the parents can assist the school program by lending support to pro-
ductive behavior on the part of the student at home. They may counsel
the child in the home or provide counseling for him outside of the home.
FFamuly workers have often found it necessary to help solve pressing family
problems before the adults have time to worry about the child. Visiting
teachers in Detroit do individual casework counseling when family prob-
lems are accessible to such an approach. When they are not accessible, the
visiting tcacher puts the fanmuly m touch with appropriate community
agencics. Many schools have arranged for some of their personnel to play
this mtermediary role — bringing together local agencies equipped to han-
dle social, physical, or emotional problems, and the families who need their
help. In Philadelphia, school-community coordinators supply this service
and a numbecr of other services to parents, in addition to fulfilling a broader
community function. The coordinators, who are local neighborhood peo-
ple, even provide direct homemaking assistance 1n such areas as meal plan-
ning, budgeting, and housckeeping.

If no special personnel are hired to make home visits, regular school staff
—guidance counselors, social workers, classroom teachers—or volunteer
personnel like class mothers, are often used for home visits. When visits 1o
the homes of parents are the responsibility of the teachers, special provision
is often made for them to make these visits.

The pilot MeAteer program in Palo Alto was devoted entirely to the
improy ement of home-school relationships. Teachers, given special inserv-
ice tranung i advance, were provided with released time to visit the homes
of their students. The visits were followed by counselor-social worker ses-
sions Jor evaluation of the success of the visit. Tn Oakland, visiting time for
teachers was provided by carly dismissal of classes—a practice that is fol-
lowed m a pumber of scheol programs,

Just what transpires in a first home visit depends largely on the goals of
the project. In Indianapolis, social workers visit homes to determime the
school needs of the famulies in terms of such practical matters as clothing,
school lunches, bus fares, and so forth. In Baltimore, the school staff visited
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parents in order to get their cooperation in promoting the kinds of habits,
atttudes, and activities that would contribute to the cluldren’s school suc-
cess. In Akron (N. Y.), the school social worker and guidance counsclors
visited the reservation home of cach of their Indian students in order to
provide a background for subsequent parent counseling, student counsel-
ing, or both.

Many times an iitial home visit simply providesa chance for the visitor
and the parent to get acquainted. If rhe visitor is a clascrooin teacher the
opportunity to learn who 1s behind the child that comes to school may be
invaluable. .\ visit 15 alsc an occasion to explain just what the school pro-
gram is about and to enlist parent cooperation in fostering murual school-
parent gows for the child. Often that is all a home visit 1s meant to accom-
plish—to make a contact that, it is hoped, will be followed up by parents
who now feel wanted and welcomed at their child's school. For this reason
home visits are usually made carly in the vear and used as an occasion to
extend an invitation to the parents to come to the school for a meeting, an
open house, a parents’ ciub, adult education activitics, or some other school
function. The Dade County (Fla.) summer .cading program was nitiated
by a teacher-conducted house-to-house canvass explaining the program o
parents and mnviting them to come to school meetings to learn more.

Whether thev are mvited by written notice or by a personal visit, par-
ents are often brought to school carly in the vear—or sometimes e 2n be-
fore the semester begins—for mectings explaining the purpose anud the
goals of special compensatory programs. In Merced (Calif.), a project de-
signed to teach correct Spanish to Mexican-American children was miti-
ated by letters, written in Spanish, inviting parents to an explanatory
meeting. A program m Fling, which put heavy emphasis on the parent as
the motivator of the child. brought parents to school mectings at which
thev were given intensive counseling on wavs in which they might pro-
mote the success of a reading-improvement project. In the St. Louts Ban-
neker District program, parents were breught to an evening school mcet-
g by their chuldren. At this meeting charts were used to demonstrate to
the parents the school’s low academic standing and to ask for their help in
improving the situation. The program put heavy emphasis on parentai
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motivation —appealing to the personal pride of the parents and secking to
awaken their latent awareness that school was their hope for their children’s
future. Parents were presented with a pledge of cooperation to sign. This
pledge promised that they would help their child by doing things like visit-
ing his teacher, insisting that he do his homework, providing him with a
library card, and seeing to 1t that he had a dictonary, a place to study, and
suitable books to reaa.

Advice-giving of the most specific kind s a fanmiliar feature of programs
for disadvantaged parents. Many schools have special meetings and discus-
sion groups for parents of preschoolers who will be entering kindergarien in
the fall. At these meetings parents are helped to understand the wavs in
which they can prepare their child for the school experience and how, by
talking to him and encouraging him to talk to them, they can promote his
social and verbal development. This kind of meeting is organized not to ex-
plain a special school program, but to explain school; and although the sub-
stance of this kind of g’l[llcrin(’ is often didactic, the approach, at best.
not. Because thev are designed 1o appeal to parents who are often socnall\
issecure. ill-at-case in the sc'm)oi serting, sud educationallv innocent. these

school-parent meetings are a far crv from the p.r.a. meeting of the middle-
class suburb. They mayv bring together the parents of one class, one grade,
or scveral grade groups in one oub cct —numbering anvwhere from 5 to
nore than 106 —but preferably thu arc mmll SOLmblc. and informal. If
the school has a fanmuls worker, social worker, or guidance comnsclor on its
stafl, these profe ssionals will usuallv plav a major role 1n parent micetings.
I there hd‘-C been homie visits, the teacher, room mother, social worker,
counselor. visiting teacher, or whoever did the visiting will erther conduct
the meeting or be actively prescnt at a meeting of the parents he or she has
visited.

Obviousiy there is a budgetary as well as a social value in attracung par-
ents to a school mecting or to a series of mectings. More contact with pai-

t5 can be provided with less personnel than m a one-to-one home visit;

Spf:cml efforts are made to make the meetings interesting. producuive,
nﬂd responsive 10 the stated interests and desites of the parents. In a
Quuncy (1ll.) kindergarten project, parent meetings were built around dis-




5. Extensions of school programs and community involvement

cussion groups fellowing the showing of films on the behavior of five- and
six-vear-olds. The parents then expressed an interest in what their children
did at school so programs were developed around report cards, reading
readiness, and anthmetic.

In Albany, parent meetings were conducted on such diverse subjects as
how to help childien in reading or arithmetic, child behavior, and local
recreation facilitiec Tn San Francisco. parents were shown photographic
slides of their children in action to enable them to share an understanding
of the techniques and materials used in the classroom. In Wilmington
(Del.), “Familv Life” program consultants on family life and children’s
literature provide guidance and information to parents by means of assem-
blies, individual and group conferences. and selected reading materils on
special problems. In Springfield (Mass.), weekly parent-teacher discussion
groups organized by grade or subject. promote parent-parent as well as
teacher-parent relationships by sharing successful child-rearing pracuces
and discussions of wavs m which the home can reinforce the school learn-
ngs.

Programs mav be developed to explain children to parents and explain
parents to themselves. One school 1n Chicago organized parent discussion
groups on the topic of siblmg rivalry. Some programs have made special cf-
forts to mvolve fathers in the school program., scheduling home visits or
guidance sessions during evening hours. In Chicago. Father's Clubs have
been orgenzed under the supervision of male stafl members. But one of the
facts ot disadvantaged hie with which many schools have had to contend 1s
that they are often dealing not with parents but with a parent. One Fa-
ther’s Club in Chicago was srganized for children without fathers - and
cach child was asked 1o bring 1o school a male relative or other adult male
who was interested m him.

In addition 1o providing {er evemng meetngs or other acuvities involv-
ing parents as a group. some schools have adjusted the tradiuonal parent-
teacher conference to suit the special needs of the disadvantaged parent.
At one school in Chicago supervised play 1s provided for infants and pre-
school children whom mothers may have to bring with them to confer-
ences. In other cses. conferences are scheduled for evenmg hours 10 suit




the convenience of working parents. And conferences are not simply de-
voted to a critical analvas of the child’s performance and exhortations to
do better. but to discussions of what both parents and teacher can do 10
help the child succeed 122 school.

In the Los Nictos and San Diego Mc\teer programs. substitute teachers
take over the classrooms so that teachers may have more time for work
with parents. In a number of other programs the dailv schedule 1s so ar-
ranged that teachers have two free periods a dav, one for planning and one
for parent conferences. Evening guidance sessions have also been made a
part of many school programs. Not only does the child need to be helped
to understand his own potential and the possibilities for {ulfilling it, but
parents need to be helped to develop realistic expectations of their children
and realisiic plans for their {uture. \s a consequence a great number of
guidance-oriented programs have scheduled evening counseling time 1n
order to inciude parents in both individual and group counscling sessions.

The educational role of the school meeting and the parent-teacher con-
ference is often supplemented by regular or intermittent parent newslet-
ters. In the Mc\teer program i1: Monterey County (Calif.). a newsletter in
Spanish and English 1s sent to the parents of project school children. These,
newsletters convey news about coming school events and help to keep the
parents informed about what their children are doing in school. Frequent-
Iv. thev also contain more general information —lists of recommended
books. telecasts. or movies —or suggestions to parents about helping and
training their voungsters.

Open Doors, the newsletter of the White Plains (N, Y.) Project Abic,
devoted onc 1ssuc to a list of books and tovs suitable for Christmas giving,
another issuc to a list of places 1o go on fanuly trips, and a third issuc to tips
for mothers on hiclping voung children to learn to speak.

In Svracuse. parents were informed about the Madison Area Project by
a Learning Caravan, amply supphied with photographs of the chuldren in
school, which moved about the project neighborhood. They also recerved a
newsletter full of news, suggestions of trips to take, and things to do with
their children.

Family outings have been enceuraged by more than exhortation. In
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Berkeley, Buffalo, Detroit, and many other communities, families have
been included in school field trips. Family-school outings — nature walks,
picnics, trips to college campuses, or community places of interest —are
often initiated by the school as a way of encouraging families to undertake
similar activities on their own.

In Baltimore, parents were taken to the loca: public Iibrary, shown how
to use the library, and urged to come back with their children on their
own. New Haven has free family concerts—evening concert programs at
project schools are usually for parents as well as their children. Other kinds
of evening programs at the school — family fun nights, game nights, parent
sports programs—have been promoted as a way of encouraging family
members to enjoy the school as weil as to encourage their interest in the
school.

Sometimes parents are brought to school to share in their children’s ac-
complishments. In Albany, pupils wrote the invitations to a class program
where parents were served refreshments prepared by the children. Ina sim-
tlar vein, one class in Pittsburg (Calif.) brought its bakery unit to a trium-
phant conclusion when the children made bread and butter for their par-
ents. Parents have been proud observers at evening honor assemblies and,
in Detroit. proud admirers of a display of their children’s handicrafts. Par-
ents have also been encouraged and helped to form clubs on their own—
sports clubs, special interest clubs, sewing clubs, mothers’ clubs, and similar
organizations meet afternoons and evenings at many schools.

Although all these parent and child activities have their place in involv-
ing parents with tne schools, 1t is probably true, as some educators have
suggested, that one of the best ways to make parents aware of, concerned
with, and favorabiy dispose ! toward education for their children is to pro-
vide them with education for themselves. Consequently a number of
schools - urban, suburban, and rural —have begun to invelve themseives in
programs of ad it education, ranging from basic literacy classes to courses
m home managen.cnt. Adult education, of the “‘Italian Gardens” and
“Russian Made Easy” variety, has been around for a long time. The Mott
Program n Flint, that provides courses on any subjeci requested by at
least 12 people, represents the broadest kind of approach to adult educa-
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tion. But many projects have felt it was necessary to focus more specifically
on the disadvantaged parents, most of whom would not think of them-
selves, without encouragement, as potential students. In Philadelphia, one
of the functions of the school community coordinators is to encourage and
to help parents sign up for courses that can make them not only more help-
ful parenis, but more productive adults as well.

Basic education courses—sometimes with an approach as direct as *‘learn
to read before your child does” —have been set up for parents in many com-
munities. In White Plains, courses for parents were organized according to
ability levels. Some adults learned to write their own names for the first
time; in other and more advanced classes some vork in mathematics and
social studies was included. At one center in White Plains a nine-year-old
boy came regularly to pick up his mother’s homework when she got sick -
a circumstance that suggests that adult education does have an effect on
children.

One school 1n Sacramento set up an experimental program designed spe-
cifically to affect chuldren throvgh educating their parents. The Literacy
Program for Culturally Deprived Dependent Parents offered instruction
in language arts and matheratics and also dealt with problems of school
and familv maragement In Detroit, adult after-schocl and evening classes
are taught by teache:s or lay people from the community. Classes range in
subject from basic literacy to Yoga. In addition, classes 11t “*helping your
child” and 1 such skill arcas as furniture repair, budgeting, sewing, and
shorthand were set up in response to parent requests.

Many classes in large urban areas are set up to help recent in-migrants
from rural arcas to cope with the special problems of the city. Arriving
from communities where living patterns are not only much different, but
much less complex, these families find themselves in a drasucally changed
environment wherc cveryday activities like planning meals, shopping. and
managing their children can become major obstacles to family adjustment.
Philadelphia’s school-community coordinators, in addition to providing in-
the-home help, have also arranged for classes in food preparation and other
homemaking activities. In a Chicago school, mothers participate in cooking
and nutrition programs, home sewing gronps, and take field trips to super-
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markets and department stores under the tramed guidance of a home econ-
onust. Los Angeles holds home management classes in an apartment setting,
training homemakers from low socioeconomic arcas in homemaking skills.
In Baltimore, a social worker organized shopping trips for parents so en-
capsulated that they had never been to the downtown stores.

As has been demonstrated in several projects, however, once of the more
eflective things a school can do to help the parents is to let the parents help
the school, because many parents, like their children, are more interested
in doing than m talking. In Quincy (IIL.), for example, two parent groups
decided that they would like to improve the kindergarten room and spent
as many as 10 Saturdays painting, decorating, and making toys. In the
McAteer program in Willowbrook (Calif.), parents were involved in work-
shops to prepare materials for usc in the classroom. In Pittsburgh, one
American Indian mother who had been antagonistic to the school was
brought around when she was asked te help make costumes for an Indian
unit.

In many cities, surveys of parental backgrounds and abilitics have en-
abled project schools to make use of parent talents in the classrooms, in as-
sembly programs, or in supplementary school activitics. One Philadelphia
school has a parent talent night. In addition, school-community coord:-
nators in that city have helped involve parents in such activities as super-
vising homework centers or teaching after-school classes for adults. Oak-
land has asked parents to assist as nurses’ helpers, supply assistants, and li-
brary assistants. In Washington, parents have helped set up book fairs, es-
tablish libraries, and plan class ficld trips. In other programs mothers have
been hired as paid assistants to supervise drill work, handle supplics. or act
as aides in tcam-tcaching programs.

There is another area in which the concept of mutual assistance has op-
erated. Many urban schools have found that onc obstacle to the formation
of cffective parent groups :s the lack of indigenous leadership. In several
cities leadership classes have been conducted as a way of developing an un-
derstanding among parents of the techniques of orgamzation and of the
effectiveness of orgamized activity. These parent leaders are looked upon as
potential community leaders, the focus around which people from disor-




ganized slum neighborhoods can group themselves to begin to move to-
ward the solution of some of their own educational, economic, and social
problems.

Community involvement

The interrelationship between the school, the children, and the parents de-
velops against the background of a single entity of which they are alla part
— the community. For better or for worse the school is firmly embedded in
the community; and in the final analysis the existence of a viable com-
munity structure, of a Liealthy neighborhood in which children and their
families can operate effectively and rewardingly, is the fundamental essen-
tial without which other strictly educational efforts will ultimately fail. As
the prospectus from one of the project schools put it, what a child learns in
school must ultimately have “‘use value” for him in meeting his family and
community problems. If the child lives in a community where there 1s no
reinforcement outside of school of the values the school strives to impart,
and where there are no rewards {or the successful attainment of the goals
the school strives to establish, then the school’s job will be made more dif-
ficult, if not impossible. In the selection of a school to be the beneficiary
of a special program of compensatory education, it has mattered little
whether the basis for selection was relatively low school achievement scores
or relatively high neighborhood concentrations of social, economic, and
cultural problems—the two go togethei. The problems of the schools are
only symptomatic of the broader problems of population shift, economic
change, and technological growth.

Among the carliest organized approaches to dealing with school prob-
lems are the Ford Foundation Great Cities Gray Areas Programs. In five
cities, Oakland, New Haven, Boston, Philadc!phia, and Washington, D. C,,
and one state, North Carolina, these programs were planned, with varying
degrees of success, to encourage the mobilization of public and private com-
munity resources to deal with a whole gamut of mterrelated problems:
housing, employment, health, and schooling. In short, to deal with the
problem of “‘human renewal.” This approach has served as a model for the
urban and rural Community Action Programs authorized under the new
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antipoverty legislation. One of the consequences of this broadened per-
spective on the interrelationship between school and community problems
has been a reevaluation of the school’s role in relation to these problems.
And the most inclusive conception of the school’s responsibility to emerge
from this reevaluation is expressed in the idea of the community school.
According to this view, the school, as the institution which occupies the
central place in neighbgrhood life, should assume the responsibility for sce-
ing to it that needed services in all areas are provided to the community
the school serves.

For example, the community school concept in New Haven views the
school not only as an educational center, but as a neighborhood community
center. It should provide facilities for cultural, recreational, and club ac-
tivities, serve as a center for community services, provide health, legal,
counseling, employment, and other scrvice activities, and be a center of
neighborhood and community life. It should be available to help the com-
munity in the study and solution of local problems. Aithough no New
Haven school is yet performing the full range of functions which the con-
cept envisions, one of the activities of Community Progress, Inc. (the Gray
Areas Program administrative entity in New Haven) was to imitiate the
implementation of the community school concept in six schools through
the services of community-school coordinators. Each of these coordinators
is assisted by a leisure-tume-planning stafl team. The team includes a neigh-
borhood coordinator from Community Progress, Inc., a recreation super-
visor from the Department of Parks and Recreation, and a group work
supervisor chosen {rom an agency like the yamca, Ywea, and so forth.

In Detroit, community schools are open from 8 a.m. until late at night.
In additiou to the regular school program, they offer aftcrnoon enrichment
and remedial activities to the children, after-school and evening recreation-
al and educational activities for adults, and summer programs of education.
enrichment, and recreation to adults and cluldren alike. Furthermore, De-
troit community schools have found that the availability of time and space
within the schools has crcouraged other groups to schedule meetings there.
Disparate organizations such as the Department of Parks and Recreation
and the Boy Scouts have utilized school facilities for holding meetings. Co-




operation between various agencics and the school has also led to a sharing
of facilities. The schools have used vaica and ywea buses and buildings; and
m exchange for their use of the school swimming pools, the Department of
Parks and Recreation permits the schools to use one of therr large recrea-
tion centers.

In Detroit, family social service 1s provided by visiung teachers. Person-
nel designated as schooi-community agents and social workers trained in
community organization. concentrate on developing local community
leadership, on coordmating the work of community agencies, and on in-
volving both parents and school neighbors in community and school spon-
sored programs. A number of programs have made use of these school ccm-
munity agents. Generally their role is to help coordinate the services of the
school with those of other agencies working in the community and to seek
to fill, or arrange to have filled, gaps in services as they discover them.

In Syracuse, once of the functions of the community-school coordinator
is to help set up neighborhood study centers that offer a full schedule of
acuvities for chuldren and adults aiike. The year-round morning program
includes a story hour for preschoolers and an informal coffee hour counsel-
ing program for mothers. The afternoons are devoted to an after-school
story hour for elementary school children that utilizes local teen-agers as
readers. In the evening cach facility is used as a study center, a neighbor-
hood meeting place, the site of a guidance program [or parents, and a re-
catry program for dropouts.

Philadelphia’s school-community coordinators are doubly related to the
community —they are selected from it and for it. They are lay peeple, resi-
dents of the neighborhood, chosen for their demonstrated effectiveness in
working with members of the community. In addition to making calls on
project patents, the coordinators help to foster the development of iocal
community councilsand, by putting parents in touch with the proper com-
municy assistance agencics, help to involve those agencies n the immediate
school community.

Often 1t 1s in working to orgamze and focus the efforts of existing com-
mumty service agencies on behalf of the neighborhood population that the
school can play its most significant communsty role. The school cannot go
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it alone, cannot itself provide all the services the population needs. Indeed,
the cffectiveness of the school as an instrument for neighborhood improve-
ment 1s always largely dependent on the degree ro which it is successful in
mvolving other contributors of time, money, and cffort —social and civic
organizations, religious and educational institutions, public and private so-
cial agencics, private groups and individuals--in the local problems.

One of the functions of the New Haven community school coordinator
1s to integrate the services of the existing public and private agencies that
arc operating or should operate in the school neighborhood. Ideally then,
the school’s role in community service is that of an intermediary —defining
the specific population that has a need, finding an agency appropriate to
meet that need, and bringing the two together. The McAteer program in
Pasadena utilizes the services of an orientation teacher to introduce each
new child to some community youth group. There arc some areas, of
course, where the school itself 1s the most appropriate agency to meet the
need of the child. Where the emphasis is on education the school is often
clearly the institution of choice. But where social services, recreational ac-
tivities, or cultural activities are involved, many schools (urban schools in
partictlar) are faced with a different situation. The community schoo! is
really a ncighborhood school. It provides the encapsulated inhabitants of
center-city neighborhoods with a single local facility that can centralize
services for a number of their immediate needs while simultaneously teach-
ing and encouraging them to take advantage of all that the larger com-
munity has to offer. The school. in other words, can act to encourage par-
ticipatien in a number of existing activitics, the social, cultural, and recre-
ational activities that most urban communities have available already. In
many smaller communities, however, particularly in isolated rural areas,
the opportunities for recreation and cultural enrichment that the school
offers may be the only opportunities of this kind that are available in the
community. Under these circumstances a concert, a dance recital, an art
exhibit, or a program like the lecture series on the topic of prejudice held
last wint..- and spring in Deposit and Windsor (N. Y.) can represent a sig-
nificant contribution to the cultural life of the community.

In many communities the school’s role has not been that of supplier or
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coordinator of community services. Sometimes the school has instigared
action by other agencies or participated as an equal member in programs
designed to benefit both the community and the school. In Minneapolis,
for example, the Youth Development Demonstration Project. developed
under the auspices of the Community Health and Weifare Councid of
Hennepin County, Inc., has involved the schools in a cooperative planning
effort to {ocus the attention of existing agencies ona number of commup;ity
problems. Personnel from various community agencies, volunteers, and
school staff work together in the areas of youth employment, curriciilum
development, enrichment programs, and the provision of counseling serv-
ices to families and school neighbors in disadvantaged areas of the city.

In Wilmington (Del.), one outgrowth of a school-conducted three-year
experimentai project on schools in changing neighborhoods was the estab-
lishment of an interagency council that involved 35 organizations. It fos-
tered activitics like the rehabilitation of buildings, the formation of neigh-
borhood councils, the establishment of playgrounds, and other community
improvement projects.

The encouragetmnent of community involvement on the part of the school
is based on the assumpuion that no one agency, for example the school, is
equipped to provide the total range of services needed for the children or
for their community. But where such help is not otherwise forthcoming
many schools have, on occasion, taken 1t upon themselves to provide con-
crete social services like new shoes, used clothing, free lunches, shower and
wash-up services, and sometimes iree breakfasts for children who come to
school hungry. In one urban school the principal made a practice of learn-
ing from the milkmen about children who had been locked out of their
homes overnight and brought them i for a shower, breakfast, and a nap
before they started school.

Project schools have also assumed the responsibility of providing for the
special health needs of disadvantaged children. Through the services of a
full-time school nurse and the availability at least part-time of a physician
and a dental hygienist, many project schools have been able te provide
more regular and more {requent checkups as well as more intensive follow-
up services when there has been a referral for trearment.
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But the auxiliary relationship between the school and the community is
not a one-way street. Just as there are ways that the school car help to
serve the broad range of community needs, there are wavs in which the in-
volved community can help the school to fulfill its primary educational
role. Very often the school’s first step in getting help from the community
must be to disseminate information about just what the school is trying to
do. In San Francisco. the School Community Improvement Program is one
of a number of projects that mounted a public refations campaign in order
to communicate the aims and procedures of its effort to the community.
Where lower-class and middie-class neighborhoods meet, the school must
often overcome the hostility of the latter in order to enlist community co-
operation in its effort.

That funds invested in promoting a project can often provide a high rate
of return in community interest and community assistance is clear. The de-
gree to which an informed and involved community can foster the work of
its schools has been amply demonstrated by the contributions of the Urban
Service Corps in Washington, D. C.. where volunteers have initiated proj-
ects ranging from tutoring for unwed mothers toarranging classes in custo-
dial training for boys who are potential dropouts. Dropout programs are,
in fact. one of the areas in which the assistance of the community —the
business communit v—1is essential. The cooperation of local merchants,
manufacturers. ard businessmen in providing useful and remunerative
work for pupils in work-study programs is fundamental to the success of
the programs. Once emplovers have been made aware of the need, the care-
ful selection and subsequent supervision of students placed in jobs has
proved to be the most effective way of breaking down emplover resistance
to the hiring of students from project schools.

Volunteer tutoring programs. volunteer school aide programs, volunteer
programs of all kinds have been used to supplement the regular school staff
1n providing special services to disadvantaged chiidren. In Boston. settle-
ment houses. churches, and other community organizations provided tu-
torial services where none were provided within the school system. This is
also true in many other communities. In New York City. a volunieer par-
ent organmization provides special English instruction to non-English-




speaking children and tutors other children in reading, art, or music. Ten
preschool programs in St. Lows are run by volunteer organizations. In
Baltimore, a number of local service organizations are involved in selecting
and screening personnel as volunteer workers in its 1ELP preschool pro-
gram. Civic and fraternal organizations have been involved in helping with
field trips and other school activities.

In Pasadena, a special program developed in conjunction with the Pasa-
dena Art Museum, provides an after-school Junior Art Workshop for third-
grade boys who are low achievers. In Chicago, the Urban Gateways and
Fine Arts Program provides disadvantaged boys and girls with an oppor-
tunity to attend musical and other cultural events and provides them with
background materials to help them get the most out of the experiences. In
Hartford, Fox Scholars have donated money for records for tne schools’
music departments, the Hartt College of Opera gives performances at re-
duced rates, the Metropolitan Woman’s Club donates the proceeds of
bridge parties, and the high school commercial classes donate typing serv-
ices for project school programs.

In Pittsburgh, various communiiy agencies have provided luncheons,
book review sessions, and other experiences to small groups of children.
Through funds provided by outside groups, 16 children were enabled to
attend a r1o-week summer cot:rse in general science at the Buhl Space
Academy. In Boston, one of the unique projects being undertaken under
the Action for Boston Community Development program isa community
school planning program in which a committee of lay and professional
people are working, together with the principal designated, to develop cur-
riculum and plant specifications for a new elementary school in a disad-
vantaged area of the city.

In almost every compensatory program, however small, the community
has made some contribution —by providing leadership to start a girl scout
troop, or by providing the money to pay for a ficld trip, or by contribu-
tions of time, money, and cffort, or all three.
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The same social forces responsible for the recent development of compen-
satory education in the public schools —mainly the growing need for edu-
cated manpower in industry, increasing pressures of the civil rights moye-
ment, new conceptions of the educability of the “‘lower classes,” and phil-
anthropic stimulation and support —have given new impetus to the devel-
opment of compensatory programs and practices on the college level. Cur-
rent efforts to identify potentially abie Negro and other socially disad-
vantaged youths and to help them go through college probably constitute
one of the most dynamic trends in American higher education. And they
involve a much larger proportion of the collegiate institutions than the
proportion of public school systems involved in compensatory education on
the elementary and secondary school levels.

Some colleges, of course, have long been active in giving special assist-
ance to disadvantaged voung people for whom higher education would
otherwise be impractical. One thinks, for example, of Berea College in
rural Kentucky, of Oberlin College in Ohio, and of one or two institutions
in the East; and perhaps one should include also the vast majority of the
Negro colleges in the South. But their activities in this regard were excep-
tional; the mainstream of higher education showed little or no concern for
youths with educational handicaps born of poverty and discrimination. In-
deed, prior to 1960, the literature was almost wholly barren even of discus-
sions of higher education for the disadvantaged; only during the past three
or four years has there developed a trend toward doing something about it.

Anticipating the now emerging trend by more than a decade, the Na-
tional Scholarship Service and Fund for Negro Students (xssgxs) sought
carly to direct the postsputnik national concern for identifving and devel-
oping ‘‘talent” toward the largely untapped reservoir among Negro stu-
dents from depressed homes and inferior schools. The activities of NsSENS
in mobilizing philanthropic aid and institutional cooperation to bring hun-
dreds of able southern Negro high school graduates with educational de-
ficiencics to northern colleges and universities did much to stimulate cur-
rent developments along this line. Strong ideological support for such de-




velopments came from emphasis in the 1961 Rockefeller Pancl Reports on
large groups “‘in which talent is wasted wholesale.”* Further support came
with growing recognition in college circics that conventional entrance ex-
aminations do not validly assess the academic potential of young people
from disadvantaged environments. And the principle here involved was
stll further strengthened and expanded by the Educational Policies Com-
mission’s 1904 declaration that ‘“The nation as a whoie has never accepted
the idea of universal opportunity as applying to education heyond the high
school. It 1s time to do so.””

That idea, of course, is still far from being generally accepted, especialiy
by institutions of higher education. The point of view of more than a few
colleges and universitizs is reflected by responses to a questionnaire circu-
lated in 1964 justifying their failure to develop compensatory programs
and practices on such grounds as ‘‘the stigma of admitting poor students,
most of whom do not succeed anyway”’; and “‘we believe it is the task of
schools to prepare students for college, not the responsibility of colleges to
do the work of the schools.” Although such explicit rejections of the com-
pensatory principle are rare, implied rejections are reflected by such re-
sponses as ‘‘Since we do not have students who are handicapped by socially
disadvantaged environments, this questionnaire does not apply to us’; and
““. .. our constituency has not provided a sufficient number of cases for the
university to justify setting up such a program as you describe.” However,
neither of these types of negative response is typical of replies by institu-
tions currently inactive in the compensatory field. Much more frequent
are such statements as ‘““We do not have any compensatory programs at
present, but are interested in possibly planning one””; and *“We have not
up to this time developed special programs and practices in the direction
indicated by the questionnaire —we recognize the fact that we shall prob-
ably do so.”

Although the vast majority of institutions of higher education have not

1. Rockefeller Panel Reports, Prospect for America. New York: Doubleday & Company, Inc.. 1961

2. Educauional Policies Commussion, Unurersal Opportunuy for Education Beyond the High School. Wash-
ington, D.C.: Nauonal Education Association, 1964, p. 5.
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yvet undertaken any compensatory programs or practices, a very substan-
tial number of them have. And it appears that many more of them have
accepted, at least in principle, the need for and the validity of spccial ap-
proaches to help sucially disadvantaged young people to enter and succeed
in college. Their reports are evidence of the developing trend.

Extent and distribution of compensatory practices

In an eifort to identify colleges and universities developing compensatory
programs and practices, a six-page questionnaire was mailed during the
spring of 1964 to the 2,693 institutions listed for the 50 states and District
of Columbia in the United Stat.: Office of Education’s Education Direc-
tory. 1962-63: Higher Education. The inquiry form noted that it is now
“widely recognized that many poteatially able college students are handi-
capped by socially disadvanraged environments, and/or inadequate pre-
collegiate school experiences,”” and asked the institutions to report on their
“special programs and practices to help overcome the socially-induced edu-
cational handicaps of such students,” the nature and extent of such pro-
grams and practices, their objectives, effectiveness, and underlying ra-
tionale. information gathered from their responses was supplemented by
limited field trips, correspondence, and the collection of press reports dur-
ing the following year.

Reports were received from 610 institutions of higher education, repre-
senting 28.6 percent of the 2,131 colleges and universities in the 50 states
and District of Columbia during 1963-64. This 29 percent sample is rough-
ly representative of all coileges and universities on several bases of com-
parison. It inciudes approximately one-fourth to one-third of the institu-
tions in each of the nine geograghical regions, in each of four type-of-con-
trol categories (religious, private, state, and city), and in three of five high-
est-level-of-offerings categorics (from junior college to doctoral and pro-
fessional). Only with regard to this latter criterion does the sample vary
much from the pattern of all colleges and universities. Institutions offering
the doctor’s degree are substantially overrepresented; institutions on the
junior college level are slightly underrepresented. In regard to the types of
programs offered, the sample is highly representative of all colleges and
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universities. Nearly one-half (48 percent) of the reporting institutions are
small, with fewer than 1,000 students enrolled during 1962-63; one-third
(33 percent) had enrollments between 1,001 and 5,000; and about one-fifth
(19 percent) had enrollments laiger than 5,000. (See Tables 1 and 2.)

Of the 610 nstitutions, 224 (37 percent) reported that they were con-
ducting a variety of compensatory practices —special recruiting and admis-
sions procedures, financial aid, precollege preparatory courses, remedial
courses in college, special curriculums, counseling, tutoring, and other prac-
tices; and 386 of the institutions (63 percent) reported that they were not
conducting any compensatory practices. The geographical distribution of
those reporting ““Some” or ‘““No” practices is summarized in Table 3.°

It may be noted that except for the small group of institutions in the
Mountain Region, between 30 and 43 percent of the institutions in each
region reported that they were conducting ““Some” compensatory prac-
tices. These proportions of total institutions are substantially higher than
was noted for the regional proportions of total institutions reporting either
“Some” or “‘No”” compensatory practices; the range is from 23 to 35 per-
cent. Obviously, reports were received from a larger proportion of the in-
stitutions with ““Soiac” compensatory practices than from institutions with
““No” such practices.

Although institutions controlled by city or district governments consti-
tute only 14 percent of the 610 colleges and universities reporting, they
account for 22 percent of the instituticns reporting “‘Some” compensatory
practices. Of the city or district institutions replying to this inquiry, 57
percent reported ‘‘Some” practices, as compared with between 31 and 37
percent of those under religious, private, or state control. (See Table 2.)

There 1s a tendency for proportionately more of the larger institutions
than of the smaller institutions to report ““Some’” compensatory practices.
Whereas the proportions range from 41 to 55 percent for four enrollment

3. The division of the reporting institutions between these two categoriesinvolved judgments which may
underestimate the size of the ““Some” group. Many institutions that checked special recrutting, admis-
s1ons, scholarship, and other pracuces on the questionnaire were nevertheless placed in the “No” cate-
gory because, in the context of their responses to other questions, it appeared that these pracuices were
not addressed specifically to socially disadvantaged students.




6. Compensatory practices in colleges and universities

Table1. Number, distribution, and selected characteristics of
institutions reporting, percent of total of U.S. institutions, 1963-64

Number of
mstitutions  U.S. total,  percent
Selected characteristics reporting 1963-64>  reporting
Geographical regicn® :
NewEngland . . . . ... . ... ... 69 196 35
Middle Atlatic . . . . . . ... .. . . 105 355 30
East Norta Central . . . . . . . . . . . . 116 355 33
West North Central . . . . . . . . . . .. 67 258 26
South Atlantic . . . . . . . . ... ... 74 326 23
‘ East South Central . . . . . . . . . . .. 37 156 24
West South Central . . . . . . . . .. .. 4o 174 23
Mountain . . . . . . .. . . ... ... 18 72 25
L Pacific . . .. ... ... ... .... 8 239 35
Total . . . . . ... .. ... .....610 2,131 29
. Type of control:
Religious groups . . . . . . 199 868 23
Private (independent of church or statc) . 159 505 31
State..................157 405 39
City or district . . . . . . ... ... .. 86 353 24
Other. . . . .. .. ... ... .... 9 — —
Total . . . . . ... .. ... .....610 2,131 29
Highest level of offerings:
I. 2 years (less than 4) beyond 12th grade . . 125 640 19
II. Only bachelor’s and/or 1st profl. degree. . 201 789 25
III. Master’s and/or 2nd profl. degree . . . . 151 454 33
IV. Doctor of philosophy and equivalent . . 127 223 58
V.Other . .. .. ... ... ..... 6 25 24
Total . . . .. .. ... ........610 2,131 24

a. The regional classification is that of the U.S. Census. Included are the 50 states and District of Coluin-
bia.

b. Taken or derived from Education Directory, 1963-64: Higher Education. U.S. Office of Education,
1964, Table 4, p. 12. Data for Canal Zone, Guam, Puerto Rico, and Virgin Islands are excluded.
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Tible 2. Number and percent of institutions reporting “Some’’ or “No’’
compensatory practices, by type of control and size of enrollment

Number reporting Percent reporting

“Some”  “‘No” “Some”  ‘“‘No”
Item Total  practices  practices  practices  practices
Type of control :
Religious group . . . . . . . . 199 61 138 31 69
Private . . . . . . .. . .. .15 54 105 34 66
State. . . . ... ... .. .1587 59 98 37 63
Cityordistrict . . . . . . .. 8 49 37 57 43
Otker . . . ... ... ... 9 I 8 10 90
Total . . . ... ... ...60 224 386 37 603
Enrollment, 1962-63":
More than 10,000 . . . . . . . 59 27 32 46 54
5,001 t0 10,000 . . . . . . . . 58 24 34 41 59
3,001 t0 5,000 . . . . . . . . 44 24 20 55 45
2,001 t0 3,000 . . . . . . . . 47 22 25 47 53
1,001 to 2,000 . . . . . .. . III 39 72 35 65
501 to 1,000 . . . . . . . . 102 37 65 36 64
301to 500 . . . . . ... 74 23 53 31 69
3ooorfewer. . . . . ... . 115 28 87 24 76
Total . . . . . . . ... .. .60 224 386 37 63

a. Education Directory, 1962=63 : Higher Education, passim.

categories above 2,000, they range from 24 to 36 percent for four categories
of smaller enrollments.

The levels of academic programs offered by the 224 institutions report-
ing ‘‘Some” compensatory practices seem per se to bear no substantial re-
lationship to the incidence of compensatory practices among them, as is
shown by the following summary tabulations:

Two years, lessthanfour. . . . . . . . . . ... ... ...2%
Bachelor’sand/or first professional degree . . . . . . . . . . . 206%
Master’s and/or second professional degree . . . . . . . . . . . 21%
Doctor’sand equivalent . . . . . . . . ... ... ... ..2%
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Table 3. Number and percent of institutions reporting “Some’ or “No”’
compensatory practices, by geographical regions

Number repor:ing® Percent reporting

“Some”  *‘No” “Some”  “No»
Region practices  practices  Total  practices  practices
New England . . . . . . . . . 23 46 69 33 67
Middle Atlantic . . . . . . . . 42 63 105 40 60
East North Central . . . . . . 35 81 116 30 70
West North Central . . . . . . 25 42 67 37 63
South Adlantic . . . . . . . . 27 47 74 36 64
East South Central . . . . . . 16 21 37 43 57
West South Central . . . . . . 15 25 40 38 62
Mountain. . . . . . . . . . .10 8 18 56 44
Paciic . . . . . . . . ... .31 53 84 37 63
Total . . . . . . . .. .. .224 386 610 37 63

a. See Appendix A for list of 1nstitutions.

Although proportionately more of these institutions are on the junior
college level, the range among the four classifications is only 8 percentage
points. (See Table 4.) The kinds of programs offered by these 224 institu-
tions, however, are very definitely related to the presence or absence of
compensatory practices. Although some institutions with compensatory
practices are included in all 11 of the program categories shown, more than
three-fourths of them are in only 4 categories:

c. Liberal arts and general, and terminal-occupational . . . . 43 (19%)
e. Both liberal arts and general, and teacher-preparatory . . 54 (24%)
f. Liberal artsand general, terminal-occupational,

and teacher-preparatory. . . . . . . . . . . . .. . .31 (14%)

k. Liberal arts and general, with three or more professional

schools . . . . . . . . . . .. ... ... ... ..45(20%)
173 (77%)

When the 27 institutions in the other two ‘‘Liberal artsand . . .” categories
(“b”and “j”) are added to these, about go percent of the institutions re-
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porting compensatory practices are accounted for. It is clear that compen-
satory programs are centered overwhelmingly in institutions whose pro-
grams are based on the liberal arts. Only minimally are they represented
among institutions whose programs are mainly terminal-occupational,
teacher-preparatory, or professional (that is, categories “‘a,” “‘d,” “‘g,”
“h,” and ‘1"’ in Table 4).

Further evident from Table 4 is the concentration of institutions with
compensatory practices in only 2 of the 44 highest-level and type-of-pro-
gram cells: Ic (42) and IVk (41), which account for 37 percent of the 224
institutions. These are, respectively, junior colleges with liberal arts, gen-
eral, and terminal-occupational programs; and universities offering the
doctor’s degree, with liberal arts, general programs, and three or more pro-
fessional schools. Thus, given a liberal arts program as the base, there seems
to be a tendency for compensatory practices to be carried on most fre-
quently among institutions on the lowest and highest academic levels.

Information received by this inquiry concerning the numbers of disad-
vantaged students being helped by the 224 institutions reporting compen-
satory practices is incomplete, fragmentary, and in many cases ambiguous.
Of 135 institutions with reasonably clear reports on this item, 31 (23 per-
cent) reported assistance to between 1 and 10 students; 18 (13 percent) re-
ported assistance to between 11 and 20 students; 14 (10 percent) reported
assistance to between 21 and 30 students; and the numbers reported by the
others range upward into the (highly-questionable) hundreds.

Thus it appears that in the spring of 1964, when these reports were re-
ceived, almost half of the institutions with compensatory practices were as-
sisting fewer than 30 disadvantaged students. These figures do not reflect
enrollments in the special compensatory summer programs that a number
of these institutions conducted subsequently, and in each of which from
about 40 to more than 1oo disadvantaged youths participated.

Information received about the ethnic identity of the disadvantaged stu-
dents being helped by the compensatory practices here reported is also in-
complete, fragmentary, and in many cases ambiguous. On the basis of
meaningful reports from 131 colleges and universities, it appears that the
disadvantaged students assisted were mainly white in 79 (60 percent) of the
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6. Compensatory practices in colieqes and universities

institutions; mainly Negro in 35 (27 percent) of the institutions; and main-
Iy Asian, American Indian. or Mexican-American in 17 (13 percent) of the
institutions. Whereas most of the Negro students came from urban com-
munities, the white students came from urban and rural areas in approxi-
mately equal proportions.

This analysis of the extent and distribution of compensatory programs
and practices among the nation’s institutions of nigher educatic n, although
accurately reflecting the answers to this questionnaire, tends nevertheless
to be somewhat misleading. Several correctives should be borne in mind in
assessing the data presented.

In the first place, 65 (29 percent) of the 224 institutions reporting com-
pensatory practices e public junior colleges and community colleges, of-
fering programs on the subbaccalaureate level. A few of them are known to
have special compensatory programs that are expressly developed to aid
underachieving students from depressed social environments, such as the
“College Discovery Program” in two community colleges in New York
City. It is probable, however. that most of the compensatory programs and
practices reported by institutions on this level are not at all special, but are
a part of thair regular ongoing programs of public education beyond the
high school. Of course, many socially disadvantaged voung people are en-
rolled in these programs.

A letter from the Los Angeles Public Schools, which participates in the
very extensive junior college program of California, illustrates this point. It
enclosed a 1963 handbook, Promising Practices For Expanding Educational
Opportunities, with the comment: ““While there are no special college pro-
grams as such, this compilation of current effective techniques will indicate
our cfforts in this most important area.” The point is further illustrated by
this comment in 2 etter from Rockland Community College. located in a
suburb of New York City: ‘A substantial proportion of our freshman stu-
dents have always been from the bottom half of the high school graduating
class . .. I'suspect . .. that if we are enrolling the disadvantaged it is our
basic admissions policy. our low tuition cost, and our accessibility that is
doing the job, rather than the practices and programs which you list in
your questionnaire.”




In a very important sense, the regular programs of most junior and com-
munity colleges are mherently compensatory: but they are not special pro-
grams addressed specifically to what are here termed socially disadvantaged
vouth.

Second, 16 of the colleges and universities reporting compensatory prac-
tices are exclusively or predominantly Negro, 14 ot them located in the
South; and this latter group accounts for 24 percent of the 58 institutions
reporting compensatory practices from the three southern regions. As has
been noted, these and similar iastitution, do, indeed, serve large numbers
of voung pcople who have been handicapped by racial, social class, and aca-
demic influences, most of whom could not attend college clsewhere. Some
of these institutions are known to have special compensatory programs in
the sense that the term is used here—such as the Basic Skills Program for
freshmen at Morgan State College (Md.). Most of them, however, might
more appropriately be classified as ‘‘compensatory colleges,” rather than
as institutions with special compensatory programs.

Third, several of the northern institutions classified here among those
with compensatory practices reported that their established general prac-
tices provide assistance for small numbers of disadvantaged vouth as ind;-
viduals. Swarthmore Coliege (Pa.), for examyle, reported: *‘Formany years
we have had students from minority and culturally deprived groups as
part of the Quaker tradition of the college, and we have always scen fit to
handle these students in very much the same wayv that we deal with any
other Swarthmore undergraduates. Being a small college, we are able to
work with individual students prior to admission and after they arrive.”
Radcliffe College (Mass.) reported that the institution “‘has no special un-
dergraduate program, but we are sufliciently flexible with respect to ad-
mission, financial aid, and tutoring to be able to assist a few socially disad-
vantaged students on an individual basis.” Somewhat sinular responses
were received from a few other institutions. Their practices along these
lines may properly be characterized as compensatory, but they are not
special. '

Thus far in this analysis, the terms “‘compensatory programs” and ““‘com-
pensatory practices” have been used more or less interchangeably, with
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6. Compensatory practices in colleges and universities

meanings largely implied; but 1t i1s important at this point to define them
explicitly. A continuing activity by an institution of higher education that
helps disadvantaged students who could not otherwise do so to enroll and
progress in college is here termed a compensatory practice. Examples are
the giving of financial aid, modifications of admission requirements, and
the provision of tutoring services. An organized group of related activities
to the same end 1s here termed a compensatory program: concerted efforts
to attract and help disadvantaged students through a series of practices
such as those enumerated, and special precollegiate and college-level in-
structiona: programs.

It is probable that the number of institutions with some compensatory
practices is much larger than the 224 reported to this inquiry. The number
of reporting institutions with compensatory programs, however, is much
smaller. On the basis of less than adequate data, it is estimated that fewer
than 50 colleges and universities for which information 1s at hand are de-
veloping compensatory programs as here defined;* and they probably in-
clude the bulk of such institutions in the nation.

Types of programs and practices

Colleges and universities reporting compensatory programs and practices
indicated the nature of such activities in their responses to a checklist in
the questionnaire distributed during the spring of 1964, and also by means
of descriptive statements and documents. The information thus obtained
was supplemented from various sources during the following year.

It may be seen from Table 5 that practices designed to help disadvan-
taged students after entering college predominated among the nstitutions
reporting in the spring of 1964. Almost two-thirds of the frequencies (62
percent) are accounted for by counscling, credit and noncredit remedial
courses, instruction in study skills, tutoring, special curriculums, and
lengthened time for completing degree requirements. Practices addressed
to helping disadvantaged students enter college — financial aid, modified
admissions criteria, preparatory courses, and recruiting procedures— were

4- The snstituuions so adjudged are designated by astenisks 1n Appendix A.
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Table 5. Number of institutions reporting various types of
compensatory practices: Spring 1964

Number of
Type of practice institutions
Special counseling and other guidance scervices : : 112
Special remedial courses in college, yielding no academic Cerlt .. 128
Special instruction in study skills, test-taking, and so forth . . . . 89
Special remedial courses in college, yielding academic credit . . . . 63
Special tutoring incollege . . . . . . . . . ... ... ... 61
Special curriculum or sequence of courses . . . . . . . . . . . . 350
Lengthened time for completing degree course . . . . . . . . . 43
Special financialad . . . . . .. ..o 00000002l
Modified admission criteria . . . . o1
Precollege preparatory courses (for cxamplc durmg summer,
andsoforth) . . . . . . .. .. ... L0 72
Special recruiting procedures . . . . . . . . ... ... ... 68
Special postgraduate program . . . . . . . . . .. .. .. .. 8

represented by a little over one-third (38 percent) of the frequencies noted.

It should be noted that the questionnaires returned by a number of col-
leges and universities provided responses to the checklist of compensatory
practices but little or no further information. It is probable that some of
the reporting institutions checked practices which they followed with stu-
dents generally, but which were not directed especially toward aid to so-
cially disadvantaged students. Thus the frequencies reported in Table 5
should be interpreted with caution. Information at hand 1s inadequate for
diderentiating clearly between those which reflect incidental help to disad-
vantaged individuals and those which represent compensatory practices
addressed specifically to this end.

Unlike the compensatory educational programs on the elementary and
secondary school levels reported to this inquiry (nearly nine-tenths were
begun since 1960) most of the compensatory practices reported by institu-
tions of higher education are said to have been in existence much longer.
Information from the institutions reporting the academic years in which
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their compensatory practices were used (accounting for 699 of the 935 fre-
quencies shown in Table 5) suggests that nearly two-thirds (64 percent) of
these practices date back to the 1g50s or earlier. In the light of general
knowledge concerning the recency of widespread special efforts to help dis-
advantaged students enter and succeed in college, this finding underscores
the caution noted above.

Developments since the spring of 1964, when the questionnaire survey
was made, probably have resulted in relatively more emphasis on helping
disadvantaged students enter college (as compared wirh helping them to
succeed after admission) than is suggested by Table 5. Especially notable
during that period was the burgeoning development of precollege prepara-
tory programs in the summers of 1964 and 1963, as well as increased empha-
sis on compensatory recruiting, admissions practices, and scholarship aid.

General descriptions and a few illustrations should suffice to interpret
the nature of these helping-to-enter and helping-to-succeed kinds of com-
pensatory practices, together with some of the issues they involve. The
analysis is based mainly upon reports by colleges and universities to this in-
quiry, but it also includes information obtained from the press.

Special efforts to recruit socially disadvantaged students have become a
major emphasis in mary colleges during the past few years. Particularly
worthy of note is the quest for Negro students, both the disadvantaged and
the affluent, by prestige institutions in the East. For a complex of motiva-
tions, this has become “‘the thing” to do. Long-practiced and continuing
referrals by the National Scholarship Service and Fund for Negro Students
(NssFns) are now supplemented by direct recruiting activities undertaken
by the colleges themselves, including field trips to segregated or predom-
inantly Negro high schools. College students take part in these recruiting
activities at some institutions. An example 1s the student-inspired and op-
erated “‘Project 65 at Bowdoin College (Maine), which undertook ‘‘to
bring at least 65 Negro students to Bowdoin College by the fall of 1965.”

Reflecting such special recruiting efforts, it was reported that the eight
Ivy League and the Seven Sisters colleges admitted 468 Negro men and wo-
men to their freshman classes in the fall of 1965, more than double the num-
ber admitted in the previous fall and about 3 percent of total admussions.




At least two ccoperative programs for recruiting Negro students have
recently been developed by colleges and universities in various parts of the
country. The Cooperative Program for Educational Opportunity, which
involves 15 institutions in the East. undertakes joint efforts to recruit tal-
ented “‘students qualified for one of the colleges but who would not apply
without encouragement.” This agency is said to be largely responsible for
the 1965-66 increase in Negro students admitted to the Ivy League and
Seven Sisters colleges. Similarly, the College Assistance Program (Hoy
Plan), sponsored jointly by nssens and 110 wstitutions, undertakes to help
disadvantaged youth find their way to college. It consists of regional groups
of admissions and scholarship officials who visit Negro institutions “‘usually
overlooked,” seeking “‘to uncover talent and refer it to the right college.”

The recent trend along this line is also reflected by the Minority Group
Project of the American Association of Law Schools, which seeks “‘to coun-
teract the factors which permit only a few Negroes and Puerto Ricans to
enter the legal profession.”

The socially disadvantaged youths attracted by thesc recruiting efforts,
whether talented or not, usually require financial assistance to enter col-
lege; and institutions of higher education are increasingly making such help
available.

Scholarship aid and other forms of financial assistance for individual stu-
dents with demonstrated academic talent have, uf course, been provided by
many institutions over a long period of time: and it 1s probable that a large
proportion— if not most — of the “‘special financial aid” practices reported
here are of this type. They appear to represent extensions of the recently
developed “‘talent search” to the disadvantaged, and are directed mainly
toward attracung bright students who happen also to be poor.

Typical of this approach is the program of financial aid - together with
special recruiting and admissions practices—recently begun by Duke Uni-
versity (N. C.) with support fron the Ford Foundation. It secks “‘to open
access to higher education for this socially disadvantaged type of student
who i1s academically talented and yet might not normally think of this type
of private institution.” Similarly, the special fund of $100,000 which the
Regentsof the University of California recently made available on a match-
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ing basis to the several campuses to be used for financial and other forms of
aid to ‘‘students from disadvantaged cultures,” undertakes ‘‘to bring into
higher education talented people who because of environmental handicaps
do not persist beyond the secondary grades.” These are fairly representa-
tive of the prevailing approaches to financial aid for socially disadvantaged
students.

A few institutions have established compensatory programs of financial
assistance that seem to be available not only to the talented, but also to
academic risks. Examples are the University of Michigan’s Opportunity
Award Program, begun in 1964, and the new Cornell University (N. Y.)
financial aid program for underprivileged students. Another example is the
Kansas City Special Scholarship Program, in which a number of coileges in
and around Missouri participate on a matching basis. Initiated by the
Kansas City Public Schools with philanthropic support, 1t seeks “to in-
crease college attendance among students from economically, culturally,
and educationally marginal segments of the population . . . especially
Negroes.” Of the 137 freshmen and sophomores attending college in the
fall of 1963 with four-year scholarships under this program, 22 percent
ranked below the sixtieth percentile on the School and College Ability
Test (scat), and 45 percent ranked below the eightieth percentile.

Financial aid programs for disadvantaged students who might be judged
as acadz_nic risks are almost always associated with other compensatory
practices that arc designed to help such students overcome their educa-
tional deficiencies.

One of the most impressive compensatory developments in higher edu-
cation during the past few years is the increasing availability of funds for
financial and related forms of aid directed specifically to socially disadvan-
taged students. Much of the money comes from the resources of individual
institutions, like the scholarship programs at the University of California
and the University of Michigan. Local philanthropy supplies the funds in
some areas, as in the Kansas City program. Especially notable are the con-
tributions of several great foundations.

A case in point is the 1964 Ford Foundation grant of $7 mullion to the
National Merit Scholarship Corporation for the purpose of administering




the National Achievement Scholarship program for Negro students. Be-
ginning with 1965-66, this new program will grant at least 200 scholarships
annually through 1¢69. Another case is the 1965 Sloan Foundation grant of
$500,000 to support a program of scholarships (along with other forms of
help) in 10 southern Negro colleges. The Rockefeller Foundation, the Car-
negie Corporation, and others are similarly involved in compensatory pro-
grams.

Most of these new financiel aid programs are directed mainly toward
helping disadvantaged Negro students. However, a number of institutions,
largely from their own resources, offer financial assistance to other disad-
vantaged minorities. Special scholarship aid for American Indians, for ex-
ample, i1s provided by the University of Minnesota, the University of South
Dakota, the University of Arizona, Fort Lewis Agricultural and Mechan-
ical College (Colo.), and the University of Alaska. Grossmont College
(Calif.) provides special scholarships for Mexican-Americans, American
Indians, and Astans.

Obviously talented disadvantaged students can compete —not only for
scholarships but also for college admission — on the basis of standards which
apply to other students. But disadvantaged youths in the academic risks
category, generally require some modification of admissions criteria in order
to enter college and demonstrate their potential. Increasing numbers of in-
stitutions are effecting such modifications. Thus, many disadvantaged stu-
dents whose high schoo! grades and performance on College Board tests,
scaT, or other entrance examinations would normally bar them from col-
lege are nevertheless being admitted on the basis of recommendations from
their high schools or NssExs, often supplemented with personal interviews.

Such modifications of admissions ciiteria are commoniy associated with
other compensatory practices that are designed to help disadvantaged stu-
dents succeed after entering college, but some related practices seem to be
largely independent of other approaches. For example, Williams College
(Mass.), on the basis of a 1962 Ford Foundation grant of $125,000, is con-
ducting a 1o-year study of students admitted ‘‘with less than outstanding
grades and test scores but with promising qualities that defy scientific
measurement.” Up to 10 percent of each freshman class will be selected
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from “‘individuals with a flair, a forte, a strength of character’”” - presum-
ably including the socially disadvantaged —who would not be eligible on
the basis of their high school grades and performance on scholastic aptitude
tests. Somewhat similarly, for the expressed purpose of making higher edu-
cation accessible to more disadvantaged young people, the several colleges
which constitute the City University of New York began in 1965-66 to
admit students with a high school grade-average of 82 rather than 84, which
was the previous year’s cutoff point. This change was expected to bring an
additional 3,000 students into the city colleges.

Probably the most dramatic compensatory development in higher educa-
tion during recent years is the variety of preparatory summer programs
conducted for high school students by a wide range of institutions. Al-
though somewhat similar precollege preparatory programs—mainly with
high school graduates—have previously been conducted by a few institu-
tions, the big impetus for this type of program came during the summer of
1964, when hundreds of disadvantaged undergraduate high school students
spent several weeks studying at some of the m ior institutions of higher ed-
ucation. Most of the programs, together with others, were also conducted
during the following summer.

Typically, in these preparatory summer schools, high school students be-
low the senior year are brought to the colleges with all expenses paid, and
given instruction for from six to eight weeks in English, mathematics, study
skills, and other fields. Skiiled high school teachers generally give the in-
struction, and college students supplement 1t with individual tutoring. En-
riching social and cultural experiences are usually provided. Some of the
programs call for the learners to return in successive years. The general
purpose is to identify disadvantaged students with college potential before
the end of high school, and to strengthen their academic achievement and
motivation so as to facilitate and encourage entrance into college. Most of
the programs are directed toward talented youth, but some of them seck to
involve academic risks.

Representative of this development was the Yale University (Conn.)
summer high school of 1964, supported by the Ford Foundation, the Na-
tional Science Foundation, the Cummings Engineering Foundation, and
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the Whitney Foundation. It was a six-week program for 103 tenth-grade,
socially disadvantaged boys from all over the eastern part of the country —
half of them Negroes, some of them southern whites. Somewhat compar-
able were the eight-week ‘A Better Chance” (asc) summer programs dur-
ing 1964 at Dartmouth College (N. H.), Mount Holyoke College (Mass.),
Princeton University (N. J.), Oberlin College (Ohio), and perhaps other
institutions, supported by the Rockefeller Foundation. Participating in
each aBc program were between 40 and 60 disadvantaged high school stu-
dents, many of them risk candidates for future college entrance. A nnique
purpose of one of these programs, Dartmouth’s, was to prepare boys for ad-
mission to a cooperating group of 40 top-ranking preparatory schools—
Choate, Phillips Andover, Groton, St. Paul’s, Hotchkiss, and others—
where many of them actually enrolled during 196.4-65.

Also during the summer of 1965, Columbia University (N.Y.) con-
ducted an eight-week program (Double Discovery Project) for 160 disad-
vantaged boys and girls about to enter the sophomore year in New York
City high schools. About 40 percent were Negroes and 30 percent were
Puerto Ricans.

At least one of the continuing precollege summer preparatory programs
is for pupils below the high school level. During the summer of 1964, Rut-
gers—The State University (N. J.) began a program for an interracial
group of 50 disadvantaged seventh-grade children. They were selected from
nearby schools, and are to return each summer until they are ready for col-
lege. The number of students will be augmented each year until 200 are
enrolled.

Although special summer programs for high school students, such as those
cited, are perhaps the most dramatic among recent precollege preparatory
programs for disadvantaged young people, they by no means constitute all
of the college and university practices along this line. There arc many
others, with varying features, in all parts of the country.

Somewhat of a precursor to this whole recent development was the ex-
perimental “‘Operation Second Chance” which was conducted {rom Feb-
ruary 1960 to June 1961 by the Bronx Community College (N. Y.), with
suprort from the Ford Foundation’s Fund for the Advancement of Educa-
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tion. It was ““a program of special guidance and instruction in English lan-
guage and mathematics . . . for New York City high school graduates who
had sought and been denied admission to college.™ During successive se-
mesters, student groups of 20, 40, and 12 —mostly socially disadvantaged
voung people — were given remedial instruction and guidance to help them
quaiify for coilege admission. The resuits were outstandingiy positive. and
this demonstration project led directly to the expanded compensatory pro-
grams now being developed by component colleges of the City University
of New York.

The City University “‘Program to Discover College Potential Among
the Young Men and Women of New York City” is a two-phased program,
directed toward disadvantaged high school graduates and toward disad-
vantaged high school students. The first phase, the five-year College Dis-
covery Program. began in the summer of 1964 at the Bronx Community
College and the Queensboro Community College, supported by an appro-
priation of $500,000 from the New York State Legislature and an equal
amount from New York City. Initially. 254 high school graduates were
selected from nominces suggested by high school principals, all of them
recommended as students with “native ability and drive which was not re-
vealed ia their academic grades.” Approximately 234 of these students at-
tended summer sessions at the two community colleges as special matricu-
lants, taking remedial work in reading, speech, mathematics, languages
(French, Spanish, or German), and sciences — in preparation for entry into
regular college courses in the fall. It is planned to enroll 500 of these special
matriculants in the program over the five-vear period.

The second phase of the program, with funds provided by appropria-
tions of S1 mullion from New York State and S500,000 from New York
City. began n the fall of 1965, in cooperation with the New York City
Board of Education. Its purpose 1s to identifv high school boys and girls
with undiscovered college potential and to improve their academic achieve-
ment and motivation for going to college. To this end, five Discovery and
Development Centers will be established in high schools in the five bor-
oughs of New York Citv. Each of these centers (a school within a schooli)
will be organized asa two-year program, involving the eleventh and twelfth




grades. Instruction will stress the development of reading skills, writing
skills, study skills. and effective speech. Teachers of English and speech
will be assigned reduced loads; class periods will be lengthened; guidance
counselors will be provided; and summer classes will be conducted for stu-
dents who need more than two years to attain college freshman achieve-
ment levels. Each student who successfully completes the center’s program
will be admitted to a unit of the City University of New York. A Social
Dynamics Research Institute was established at the university in 1964 for
the purpose of evaluating both phases of this program.

In cooperation with the local public school system in Pittsburgh (Pa.),
the Carnegie Institute of Technology recently began a precollege prepara-
tory program for disadvantaged high school studenrs. with funds provided
by a two-vear grant of $106,800 from the Carncgic Corporation of New
York. Known as the School-College Orientation Program of Pittsburgh
(scopp), it secks to strengthen the academic competence of underpriv-
ileged tenth-grade students ‘‘who. because of poor motivation. low level of
aspiration, or poor preparation, would not normally think of college or pre-
pare propertly for it.” Beginning with 43 participants in a summer school in
1964 and continuing on Saturdays throughout the vear, the students were
brought to the campus for instruction — expressly ot remedial or tutorial
— in biology, mathematics, and English. Program activities also include a
series of cultural experiences for the students and counseling for both stu-
dents and parents.

Several other institutions in Pennsvlvania have also begun compensa-
tory programs along this line. Examples are the precollege preparatory
courses initi. d during 1963-64 at the University of Pittsburgh; the Tnal
Admission Program begun during 1961-62 at Gannon College; and the
Precollege Werkshop Program (for rejected applicants) begun in the sum-
mer of 1963 at Point Park Junior College. The fact that thus latter program
imvolves a trimester fee of $315 plus books raises doubt concerning its ac-
cessibility to many socially disadvantaged students.

During the summer of 1963, Franklin and Marshall College (Pa.). sup-
ported by a personal gift from David Rockefeller, conducted an eight-
week precollege enrichment program for 55 disadvantaged high school
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graduates. They were selected mainly from the 1965-66 entering fresh-
man classes of five cooperating Negro colleges and universities—Cheyney
State College (Pa.), Lincoln University (Pa.), Morgan State College
(Md.), Delaware State College, and Florida Agricultural and Mechanical
University.

These and related types of precollege programs are being developed at
many other institutions across the country. To cite a few more examples:
summer preparatory programs for disadvantaged high school students were
conducted during 1964 and 1965 at Georgetown University (D. C.), Brown
University (R. 1), Tuskegee Institute (Ala.), the University of North Car-
olina, Antioch College (Ohio). Jackson State College (Miss.), the Univer-
sity of California, Knoxville College (Tenn.), Northeastern University
(Mass.). Luther College (Iowa), the University of Detroit, the University
of Toledo. and others.

Thus, through special recruiting efforts, modification of admissions cri-
teria, financial assistance, and a wide range of new preparatory programs
for high school students and graduates, many institutions are helping a
large number of socially disadvantaged young people, mainly Negroes. to
begin college careers. These practices, although here described separately,
are commonly associated in programs involving most of them. Despite the
contrary impression suggested by the somewhat ambiguous frequencies of
Table 5, there is no doubt that cfforts along these lines constitute the most
significant compensatory programs and practices currently being developed
in the field of higher education.

These approaches to helping disadvantaged students enter college are
paralleled by the practices and programs that are designed to help them
succeed following admission. As has been noted, most common among them
are special counseling and guidance services and noncredit remedial courses.
Others include college-level remedial courses vielding credit, instruction n
study skills, tutoring, special curriculums, lengthened time, and certain
postgraduate arrangements. Most of these practices are generally well-
known, and only a few of them warrant special comment here.

Although the practice of offering noncredit remedial courses —mainly in
English, but also in mathematics ~ is still widespread, it appears to be losing
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ground. A substantial number of institutions reported that they recently
discontinued this practice for a variety of reasons. The most common ex-
planations were poor motivation on the part of students and lack of evi-
dence that these courses improved subsequent academic performance. Sev-
eral institutions reported that more stringent admissions requirements ob-
viated the need for remedial courses. This suggests that their practices
along this line may not have been truly compensatory.

The lengthened-time approach is illustrated by the special five-year un-
dergraduate program that began at New York University in the fall of
1965. supported by a grant of $314,031 from the United States Office of
Economic Gpportunity. Involved are 6o disadvantaged boys selected from
the June graduating classes of two depressed-area high schools in New York
City: “Negroes, Puerto Ricans, and very poor whites with no expectation
of going to college and few formal qualifications for higher education.”
They will study as a group at the university’s School of Education, devot-
ing the first three years to special remedial courses designed to qualify them
for academuc work on the junior and senior levels. The aim of this program
is to prepare these students to teach in slum schools. Although relatively
few institutions reported lengthened-time approaches, several noted that,
obviously, extended time is “‘alwaysavailable” to undergraduates who need
It.

The Columbia-Woodrow Wilson Program at Columbia University (N. Y.)
gives presumably disadvantaged college graduates an extra vear of study in
preparation for work on the graduate level. It undertakes ‘‘to sclect high
ranking students from southern Negro colleges and give them what we re-
fer to as a ‘qualifying year.” This fifth year of study, while basically at the
undergraduate level, also offers two or three graduate courses to the stu-
dent so that when he reaches graduate school he does not find himself out
of phase with the graduate school requirements. ™ Somewhat simlarly, the
so-called ‘‘buddy-schools™ arrangement between Brown University (R. 1)
and Tougaloo College (Miss.) includes a fifth-year program at Brown for

5. The report from Columbia University added: *“Whether these students fall within vour termimology
of socially disadvanitaged youth s for you to judge. . .”
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Tougaloo graduates who need added preparation for graduate or profes-
sional studies.’

It appears that very few institutions are developing new compensatory
curricular programs on the college level; most of those reported to this in-
quiry consist of the usual remedial courses and study-skills workshops. No-
table, even so, are two comprehensive remedial curriculums developed dur-
ing the past six or eight years.

In 1957, Morgan State College (Md.) began to require entering fresh-
men “‘who score in the lower half of both the English Placement Examina-
tion and the Psychological Examination to take the Basic Skills program.”
It 1s a one-year, noncredit program requiring from 19 to 21 clock-hours a
week in a group of special courses in English, reading, science survey, social
studies, physical education, health education, and military science. A\ stu-
dent’s performance in this remedial program determines whether he is
dropped permanently or transferred to the regular college program.

In 1959, the Woodrow Wilson Branch of the Chicago City Junior Col-
lege began to place all entering full-time freshmen who scored in the lowest
tenth on a battery of intelligence. English. and reading tests in a special one
vear, noncredit remedial program, known as the Basic Curriculum. Ap-
proximately one-third of the entering freshmen are assigned to this pro-
gram. They are required to take a three-hour rhetoric course, a two-hour
remedial reading course, and a year’s sequence in social science and natural
science; and they may elect one course from a group of nonacademic
courses, such as speech, music, art, typing, and remedial mathematics. Ap-
proximately three-fourths of these Basic Curriculum students complete the
first vear; about one-third of them enter regular college courses; and of this
one-third only about 4 percent go on to finish junior college. Because so
few of the students graduate, the college began in 1964 to reorient the pro-

6. The recent mutual-assistance pacts between pared mstitutions—one predommantly white and the
other southern Negro—although outside the scope of tus inquiry, are tangentially relevant. In addition
1o Brown and Tougaloo, they include cooperative agreements between Indiana University and Sullman
College (Ala.). the University of Michigan and Tuskegee Insutute (M), Flonda State Unnversity and
Flonda Agncultural and Mechanical University, the Unnversity of Tennessee and Knoaville College
(Tenn.), Unineraty ot North Carolina and North Carolina College at Durham, University of Wisconsin
and Texas Southern University, and Cornell University (NLY.) and Hampton Insutute (Va.).




gram toward terminal ends, with emphasis upon consumer cconomics,
speech, and job orientation.

Both of these special curricular programs appear largely to perform a
screening function for public insututions which find 1t difficult to reject
applicants with high school credentials. It is probable, however, that their
cmphasis upon remedial instruction makes some compensatory contribu-
tion to socially disadvantaged students.

One curricular innovation among college-level remedial programs in-
volves the use of programed instruction. During 1962-63, for example,
Knoxville College (Tenn.) conducted an experimental project with fresh-
men *‘to test an hypothesis that basic educational skills in remedial mathe-
matics and English can be learned from automated programs as well as
from familiar classroom practices.” Programed learning machines were also
used in the Gradual Learning Program which Whitworth College (Wash.)
tricd out for two years and then adopted as a regular program in 1964-6s.

Special curricular modifications were involved in the Experimental
Freshman Year program which the University of Southern Illinois con-
ducted during 1962-63 for “‘cducationally disadvantaged students.”” Un-
like three cquated freshman groups with which they were compared, the
studenits in the experimental group “‘had a completely new curriculum
with emphasis on integrated studics, based on the concept that one learns
to know himself and the nature of man through a sequential exammation
of universal systems —from the whole to the particular.”

Although Northeastern University’s Program to Increase Economic Op-
portunity for Negro Youth Through Higher Education on the Co-Opera-
tive Plan appears to involve no special modification of the academic cur-
riculum, its work-study feature is unusual among compensatory programs
addressed specifically to disadvantaged students. Begun i 1964 with sup-
port from the Fund for the Advancement of Education, the program en-
rolls 25 freshmen cach year— “‘young Negro men and women who are
qualified to profit from a college education, but who could not afford to at-

=. The respondent expressh rejected the term “*socially disadvantaged students,™ but indicated that his
preferred cuphemism includes the “*socially handicapped.”
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tend college without liberal financial assistance.” In addition to their aca-
demic courses, these students are given related cooperative work assign-
ments in a variety of career and professiona’ fields with companies in the
Greater Boston area.

This analysis of two big groups of compensatory programs and practices
—those designed to help disadvantaged students enter college and others di-
rected toward helping themsucceed following admission — is based upon in-
complete and otherwise inadequate data. Nevertheless, there emerges a re-
liable picture of widespread and varied efforts among many of the nation’s
colleges and universities to enhance the availability of higher education to
socially disadvantaged young people. Morcover, the tempo of this develop-
ment has accelerated markedly.

Objectives, rationales, and evaluations

The general purposes of these compensatory educational developments are
apparent from the practices involved. Some further sight into the think-
ing behind them is afforded by a brief analysis of the objectives and ra-
tionales of the institutions reporting to this inquiry.

Practically all of the institutions reporting compensatory practices in-
cluded statements about their specific objectives, most of which are really
statements of general aims. They tend to cluster around several themes.

Most prevalent, of course, is the humanitarian aim of helping young peo-
ple from disadvantaged social environments—especially those with talent
— to develop their potential through higher education. Stated almost as
frequently is the related aim of assisting these students to overcome aca-
demic deficiencies presumably resulting from poverty, discrimination, and
inferior schooling. Thesc two themes encompass the bulk of the objectives
reported by the colleges and universitics.

A few institutions stated broad social objectives relating to conservation
of the nation’s human resources, for example, *‘to enrich and upgrade the
cducational foundations of disprivileged strata.” Perhaps noteworthy in
this regard is the fact that several Roman Catholic colleges emphasized
specifically the objective of relieving the pressing shortage of teachers by
developing human potential otherwise hikely to be wasted.




A number of institutions stated research objectives. For the most part,
they reflect surveys or experimental investigations of the effectiveness of
compcensatory cducational programs.

Rare but especially notable among the objectives stated by institutions
of higher education is that of achieving a diversified student body. For ex-
ample: ““To benefit the institution by having on the campus students rep-
resenting greatly diverse cultural and subcultural experiences, values, and
so forth.” ““We endeavor to recruit qualified Negroces so as to have Negro
youth in cur student body.” *“To broaden the experiences of students by
arranging for young people from other cultural backgrounds to attend the
university.” ““To provide beneficial diversity in the student body.”

What is especially significant about these objectives is their departure
from the social uplift theme. They imply that a student body diverse in
racial and social-class composition is beneficial for all students.

Only 40 percent of the 224 institutions reporting compensatory prac-
tices responded to the question: ““What is the rationale behind the 1963-64
practices checked above?” Perhaps some of those not responding consid-
ered the answer too obvious to warrant a reply. Perhaps also, some of them
had not yet formulated statements of rationale. For the most part, the
statements submitted echo the general themes around which the asserted
objectives tend to cluster.

Most of the responding institutions expressed the rationale behind their
compensatory practices in terms of the social responsibility of colleges and
universities: ‘‘Educators must not be passive in just passing through what
comes to them; they must correct the situation of waste of able people -
must help in hunting and placing them. . ..”” ““It is the social obhgation of
the institution to locate and provide for the education of highly promising
but socially disadvantaged students.” *‘A state college must serve the needs
of all the children of all the people, provided they demonstrate some ca-
pacity to benefit from higher education.” ““The community college is com-
mitted to assisting in every way possible the citizens of the community.”

Closcly related to this social-responsibility rationale is the asserted ob-
ligation to further cquality of educational opportunity: ““The college has
the obligation to equalize as nearly as possible the imbalance of opportuni-

149




6. Compensatory practices in colleges and universities

ties experienced by students who apply. . .. “Every person should be ed-
ucated to his fullest capacity.” ““All people capable of profiting from a col-
lege education should be given the opportunity.” ‘“Most adults and vir-
tually all high school graduates should have a chance at education beyond
the high school.”

A premise implicit in all efforts to remedy academic deficiencies among
disadvantaged students —that conventional measures do not validly assess
their college potential —was stated explicitly as the rationale behind the
compensatory practices of many institutions. For example:

““We are not completely convinced that high school grades and particu-
larly the College Entrance Examination Board give us the proper knowl-
edge we seek.”

““Current trends have raised the entrance requirements of degree pro-
grams . . . Students who would have been qualified for regular admission a
few years ago are now admitted on probation or denied admission . . .
Many of the students are deficient in basic communication skills, and often
lack confidence in their academic abilities. Such students could benefit from
a program aimed at these weaknesses. . . .”

“Reliance upon higher and higher admission standards does not attempt
to take into account motivational factors which are admittedly important
in attaining success in college.”

““The underlying philosophy of Basic Curriculum is that the student’s
deficiency is more the lack of skills in reading, writing, and study tech-
niques than it isa deficiency of innate intelligence.”

“*Many students from local schools . . . have not had curricular offerings
given in larger schools. This applies to mathematics and languages particu-
larly. Consequently, these applicants make lower scores in College Boards.
They should be given some consideration, since they often prove their
competence if they are given a chance to do college work.”

Involved here, of course, is an issue concerning selective admissions that
relates to students generally, not merely the socially disadvantaged, and
around which there is currently much debate among college admissions of-
ficials. Apparently many institutions reporting compensatory practices
have taken a clear position on the question. They seem to agree with
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Kendrick’s assertion that ‘‘we must suspect that children who are cultural-
ly and socially disadvantaged are probably underestimated fairly often” on
the basis of their college-entrance test scores. Perhaps they agree also with
his admonition that even though ‘‘we have no warrant to assume that the
score is biased . . . it is extremely important that an unusually thorough in-
vestigation be made to determine whether or not the total er.vironment of
the candidate over the years justifies a suspicion that the test does not fit
the student.”

Several institutions interpreted their compensatory practices in terms of
their educational value to the advantaged as well as the disadvantaged stu-
dents. Relevant are these unabridged statements of rationale by two insti-
tutions which asserted the diversity-of-student-body objective.

From Rockford College (Ill.) : *“We believe that one of the advantages of
the small liberal college is that students are thrown into close proximity
physically, intellectually, arid emotionally. If the college has a diverse stu-
dent body then the experience gained in student to student interaction 1s
broadly educational in and of itself and supports the more formal academic,
intellectual, and creative activities sponsored by the college. This not only
would meet the needs of advantaged students for growth and development
through close experience with ‘different’ ideas, behaviors, and so forth,
but also calls upon them to make a contribution of a personal nature to the
growth and development of the less advantaged. Thus it sets in motion or
elicits a spontancous program which, because of its spontaneity, 1s difficult
to formalize (especially on paper) and which we believe makes a greatly
productive contribution to the development of the disadvantaged student
and to hisincorporation into the larger culture.”

From Brandeis University (Mass.) : “The practices checked indicate Bran-
deis’ rather low key efforts to assist socially disadvantaged youth in obtain-
ing the fruits which college training and degrees will bring them n terms
of social and occupational choice and mobility, and personal fulfillment.
The practices are deemed twice blessed. First, in terms of benefits to the

8.S. A. Kendrick, *‘College Board Scores and Cultural Bias.” College Board Revien No. 55, Winter 196.4—
65, pp. 7-9-
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student; second, in terms of benefits to the college. The first aspect is often
the one emphasized but the second is of equal importance for without it
the first cannot be realized.

“Students from socially disadvantaged areas bring to their more advan-
taged peers a way of looking and labeling which is a positive contribution
to the latter’s education. Socially disadvantaged students who are made to
feel that they are making a real contribution are free of nagging guilt feel-
ings about being marginal, unimpcrtant, and so on. It is from this point of
view that we make no major academic considerations for these students.
They must not be made to feel as a group apart. but rather as full members
of the community with unique, individual, and important contributions to
make.

“We should make every effort (counseling, finances, and so forth), there-
fore, to bring them to the educational thresholc - that point from which
they can fully participate in Brandeis. We have not realized this ideal, as
will be evidenced from some of the other answers.”

The philosoph:cal and theoretical premises which underlie any educa-
tional practice decisively influence its nature and the quality of its out-
comes. It may be assumed, therefore, that the differing emphases revealed
by this summary of the stated rationales behind institutions’ compensatory
programs and practices reflect real differences in their content and effects.

The institutions surveyed in the spring of 1964 were asked to note and
send reports of evaluations of their compensatory programs and practices,
mainly for the purpose of defining the nature and extent of such evaluation
procedures. Many of those with compensatory practices reported informal
evaluations, but very few of them reported and provided evidence of sys-
tematic appraisals.

The informal judgments expressed with regard to the several types of
compensatory practices are not very revealing. Typical responses are:
“very effective,” “‘satisfactory results,” ““worked well,” “‘moderately ef-
significantly im-
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fective,” “‘seems to be effective but too early to decide,
proved academic performance,” ‘“‘ineflective,” “‘much remains to be
done,” “‘not sure whether it’s effective or not,” “‘questionable,” “‘little

value,” and “ineffective.” A majority of responses were definitely positive.
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Systematic evaluations ranging from simple before-and-after tests to
carefully designed experiments were reported by eight institutions. They
rel te to the previously mentioned remedial English and mathematics pro-
gram at Tuskegee Institute; the remedial first-year curriculums at Morgan
State College and Woodrow Wilson Junior College; the programed learn-
ing experiment at Knoxville College; the Trial Admission Program at Gan-
non College; the Operation Second Chance project and College Discovery
Program at Bronx Community College; and the School-College Orienta-
tion Program of Pittsburgh at Carnegie Institute of Technology.

A number of compensatory programs with evaluation research designs
have been developed since this questionnaire survey was made. This is es-
pecially true of many of the precollege preparatory programs for disadvan-
taged high school students during the summers of 1964 and 1965. It is clear,
however, that systematic evaluation of compensatory programs and prac-
tices in higher education is quite rare.’

Some general observations

This analysis of the extent and nature of compensatory programs and prac-
tices among the nation’s colleges and universities reveals several develop-
ments and issues that invite emphasis and brief comnient.

The major generalization warranted by the data is that a substantial
number of institutions of higher education are attempting through a vari-
ety of approaches to help socially disadvantaged young people who could
not otherwise do so to enter and succeed 1n college. Further, such efforts
have grown markedly in extent and tensity during the past two or three
years. [t 1s important to note, however, that proportionately very few of
the nation’s colleges and universities have thus far begun to develop com-
pensatory programs and practices; and most of those that have are serving
very small numbers of disadvantaged students.

9. In this connection, i appears that extremely few research evaluations of such programs have thus far
appeared m professional Tterature. The only ones known to this inquiry are: Morns Mewster, Abraham
Tauber, and Sidney Silverman, “Operation Second Chance.” Junior College Journal No. 33, October
1962, pp. 78-88; and tangenually related, Kenneth B. Clark and Lawrence Plotkin, The Negro Student
at Integrated Colleges. New York: Mattonal Scholarship Service and Fund for Negro Students, 1963.
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The recently predommating emphasis upon assisting disadvantaged Ne-
gro vouth to get a college education undoubtedlv reflects the increasingly
important rolc of the Negro people in the hife of the nauon. Ttis fully war-
ranted. Nevertneless, there appears to be undue neglect in providing com-
pensatory scrvices on the college level for disadvantaged voung people of
other minority groups i different parts of the country. especially Amen-
can Indians, Mexican-Americans, and Puerto Ricans. Morcover, except for
the work of a few institutions. the vast population of socially disadvantaged
white vouths in rural arcas. particularlv in the South, seems hardly to have
been touched by recent compensatory developments in higher education.

The large contributions of several great foundations to the support of
many new financial aid programs. precollege preparatory programs, and
other compensatory programs addressed maimly to d:sadvantaged Negro
students are impressive. Although on a higher educational level, this devel-
opment reminds one of an carlier period. just before and after World War
I, when the massive intervention of another group of foundations® was de-
cisive in stimulating the revival of Negro education following its virtual
destruction during the last quarter of the nincteenth century.

Current and increasing cfforts o attract socially disadvantaged college
students tend to collide with recent trends toward higher and higher ad-
missions standards. and most institutions resolve the conflict by restricting
their recruiting cflorts to disadvantaged students with alreadyv demonstrat-
ed talent. It would scem. however, that full commitment to the compensa-
tory principle calls for increased cfforts to enroll and help nsk candidates
among disadvantaged high school graduates.

The development of precollege preparatory programs for disadyantaged
high school studeni. - especially the new summer schools on college cam-
puses — constitutes an alternate and very important approach to the prob-
lem of mamtaiing high adnussions standards and recruiting larger num-
bers of disadvantaged students. It warrants further extension.

This recent burgeoning of precollege preparatory programs indicates

0. IndJuding the Peabody 1 und, Slater T und. Southern Fducation 1 oundation. Anna T Jeanest ormida

ton. Ph: Ips-Siokes Fund. Julnss Roseawald Fund. General Education Board, and others.




that a number of colleges are beginning to move directly into the field
traditionally preempted by the secondary school. That there is need for
them to do so reflects widespread incompetence among public school svs-
tems in educating socially disadvantaged voung people.

Whereas many of the precollege preparatory programs include imagina-
tive and apparently valid curricular innovations designed to overcome aca-
demic deficiencies born of social disadver <, this is seldom true of the
special college-level curricular programs . 1d practices serving compensa-
tory ends. Most of the latter seem to fit the somewhat dreary pattern of
remedial courses which have plagued manv generations of low-achieving
students with but little benefit to most of them. There is need for fresh
approaches in special curricular programs for disadvantaged students on
the college level.

Although the careful assessment of students’ performance is frequent and
practically universal on all levels of American education, the careful ap-
praisal of educational programs is rare. It is not surprising. thercfore, that
very few of the compensatory programs in higher education have been sys-
tematically evaluated. That more of them be so evaluated is essential if the
profession is to have reliable guidelines for further developments.

One cannot but be impressed with the humanitarian and more broadly
social motivations which seem to underlie most institutions’ efforts to at-
tract disadvantaged voung people and help them get a college education.
One wonders, however, to what if anv extent the prevailing “*social-uphift”
rationale operates to limit the effeciiveness of such efforts. It would scem
that a more fruitful guiding principle is that the interaction of students
from different racial and social-class groups is beneficial to them all. Com-
pensatory programs and practices which reflect this conviction, as is the
case 1n a few institutions, are likely to be permeated by a spirit that makes
a maximum contribution to educational development.

The conscio':s and impersonal social forces which gave impetus to recent
compensatory developments in higher education are likely to continue
their influence with increasing intensity, and current efforts along this line
are far from adequate to cope with the growing need. Their further exten-
sion is both desirable and probable.




7. A critique of compensatory education

If the success of our cfforts at facilitating the educational development of
disadvantaged voungsters could be evaluated simply on the basis of the
amount of enthusiasm and activity generated by those cfforts. we would at
once declare the majority of the programs studied successful. As was the
case with the much heralded Project Head Start. the wide acceptance of
the idea. the ivolvement of many scgments of the community, and the
political momentum building up behind such efforts. combine 1o give the
impression of success. In communiues large and small. in schools public and
private, in preschool. elementary school. high school. and college, and in
graduate and protessional mstitutions all across the nation, we find grow-
ing concern reflected 1n special projects directed at the disadvantaged.

[t appears at first glance that the efforts directed at descgregating our
schools and improving educational opportunities for children from low in-
come familics have resulted i important and impressive modifications in
the work of our schools. .\ wide variety of ideas for improving the effec-
tiveness of the school has been advanced. hardlv anv one of which has not
received at least a degree of consideration and trial in some school svstem
during the past few vears. In fact. there are some school svstems in which
practicallv every serious proposal has been tried with some group of its
pupils.

Problems in program eralnation

The appropriatencss of a practice or the success of a program cannot be
adequately judged from the enthusiasm with which it 1s embraced or the
speed with which the pracuce spreads. Educational innovation. unfortu-
nately. has o long a hustory of approaching evaluation and decision mak-
ing on such an madequate basis. At the very least. evaluation of compensa-
torv education would seem to require a precise description of the newls
introduced cducational pracuces. of the specific conditions under which
thev are muated. and of the populations 1o whom they are apphed: the
carcful identufication of target population and of appropriate control
groups for whom specified critenion measures are established: and the col-
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lection and analvsis of data appropriate to the measures identified. Despite
the almost landslide acceptance of the compensatory education commit-
ment, we find nowhere an cffort at evaluating these innovations that ap-
proaches the critena suggested. Where evaluative studies have been con-
ducted, the reports typically show ambiguous outcomes affecting unknown
or amorphous cducational and soctal v ariables.

This unhappy circumstance is likely to encourage premature and contra-
dictory educational planning and decision making. On the one hand, ap-
parent but meager gains by pupils in pilot projects may give rise to unduly
optimustic mterpretations, thus encouraging extensive long-term commit-
ment to compensatory programs whose validity has not vet been estab-
lished. On the other hand, lack of clear evidence that certain programs or
practices arc improving pupils’ development to any significant degree may
strengthen tendencies toward their abandonment, and even toward re-
pudiation of the entire compensatory education cffort. Neither of these re-
actions is warranted. 1t is clear bevond doubt that special problems exist in
relation to the education of many children from disadvantaged back-
grounds. It is also clear that some of these children are helped immenselyv
by the special efforts of our schools. It is not vet clear exactly what helps
which voungsters under what conditions. We do not know why certain
practices that scem logically correct do not work. We have vet to deter-
mine which aspects of some of our more elaborate programs actually ac-
count for the reported changes. There remain unanswered critical ques-
tions related to motivation and to the reversibility of learning disabilitics
which anise from deprivations in experience. Some of these questions may
be approached theoretically. For others, which must be examined empiri-
callv. answers mav be sought from a critical review of our current experi-
ences in compensatory education.

Assessing the major developments and trends

Viewed as a group, current compensatory programs arc surprisingly recent.
Of 76 programs for which starting dates were available. 93 percent were be-
gun siace 1960, and 33 percent just since 1663. Relauvelv few of them have
been sct up on a controlled experimental vasis to determine whether spe-
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cific innovations result in improved school performance; however, a num-
ber of them are concerned with the total effect of a multiphase program on
the target population. For all their varicty of means, the programs have
generally suffered from one fundamental difhculiy —they are based on
sentiment rather than on fact. Or, at best, those facts on which they are
based are the obvious ones: that a population exists which is not able to
benefit from the education being served up by the schools, that that popu-
lation has certain common characteristics (the programs are less likely 1o
be sensitive to the differences) among which are low reading ability, low
general school achievement, low interest and motivation level, poor health
status, and so forth. The great majority of the programs are simply an at-
tempt to ‘‘do something™ about these problems. Their stated aims are
usually couched in unarguable generalities, “‘to raise achicvement level,”
““to raisc the sights of the students,” “‘to enlarge the students’ horizons,”
“to awaken parents to the value of an education.” The urge to do some-
thing has been so compelling that many of the programs have been de-
signed without grounding in any svstematic study of ends and means.

It 1s not mappropriate that the programs of special education for the dis-
advantaged have been described as compensatory. They are attempts to
compensate for, or to overcome, the effects of hostile, different, or indif-
ferent backgrounds. Their aim is to bring children from these backgrounds
up to a level where they can be reached by existing educational practices.
And 1t is in terms of this aim that we tend to judge their success or lack of
it. A compensatory program in the seventh grade would be held successful
if 1t enabled its participants to move into a “‘regular” cighth-grade pro-
gram. Or, to cite another example, if preschool programs in general might
measurc their success by how well their graduates adjusted to traditional
kindergarten and first-grade activitics. In other words, the unexpressed
purposc of most compensatory programs is to make disadvantaged children
as much as possible like the kinds of children with whom the school has
been successful, and our standard of educational success is how well they
approximate middle-class children in school performance. It is not at all
clear that the concept of compensatory education is the one which will
most appropriately mect the problems of the disadvantaged. These chil-
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dren are nor middle-class children, many of them never will be, and they
can never be anything but second-rate as long as they arc thought of as po-
tentially middle-class children. (Thevy mav become middle-class adults,
however. and some certainly have nmiddle-class aspirations.) At best they
are different. and an approach which views this difference merely as some-
thing o be overcome is probably doomed to failure. What is needed is not
so much an attempt to fill in the gaps as an approach which asks the ques-
tion: What kind of educational experience is most appropriate to what
these children are and to what our socicty is becoming?

Once this question has been posed, 1t brings into focus the really crucial
issue, that s, the matter of whom we are trying to change. We have tended
until now to concentrate our cfforts on the children. Unwilling to abandon
what we think we have learned about teaching through our years of edu-
cating, with some success, the children of the middle- and upper-classes, we
have tried adding and multiplying our existing techniques to arrive at a
formula for success with less privileged children. We have tried to help
them by giving them more of what we alrcady know how to do—more
guidance, more remedial reading, more vocational information, more en-
richment activities. We have said to these children, *“We will prepare you
for our school svstem, we will help vou to catch up when vou fall behind,
we will show vou the kinds of lives other kinds of children already know
about, and if vou get discouraged and drop out we will try our best to get
vou back.” But what we have not said is, ““We will take vou as vou are, and
ourselves assume the burden of finding educational techniques appropriate
to vour needs.” We have asked of them a degree of change far greater than
any that we as educators have been willing to make i our own institutions,

It seems significant. for example, that so much of the current work in the
cducation of the disadvantaged has been directed either at preschool chil-
dren or at voungsters who have dropped out of high school. while so little
attention has been given to investigating the overall appropriatencess of con-
temporary educational processes. If school people were not such a decent
lot, one would think that these two emphases have been so widely accepted
simply because they require the least change in the school itsclf. It is often
casier to add extensions than to change the basic structure of insututions.
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There are. of course, logical arguments to support the preschool empha-
sis. There is no question that children who grow up under different life con-
ditions are likeiy to show different developmental patterns. Unless experi-
ential input has been designed to produce the same learning readiness end,
such readiness will vary. Consequently, 1t is not inappropriate to assume
that children coming from privileged homes enter school with skills and
competences different from those of children from less privileged homes.
And since all these children, despite the differences present upon cntry,
must meet common academic standards, the disadvantaged child, it is ar-
sued, nceds special remedial or enrichment experiences in order to better
cope with the traditional school requirements.

Following the logic of this position, educational programs for nursery
school-age children from disadvantaged backgrounds have gained wide ac-
ceptance, this despite the fact of carly evidence suggesting that there is
little valuc in the nurscry or preschool educational experience in the ab-
sence of continuity and consistent high quality for the nursery, kindergar-
ten, and primary grades experience. Special program gains seem 1o wash
out in the absence of subscquent school experiences that build upon the
head start.

The preschool movement, strengthened by massive federal support since
the initiation of Project Head Start in the summer of 1965, has become one
of the major forces in the nation’s war against poverty and in the school's
effort at meeting the educational problems of disadvantaged voungsters.
The quickly orgzmizcd national push, however, is not likely to do as well as
its experimental precursors, for many of these programs do not consistently
meet the needs of the children they enroll. While they rarely fail to pro-
vide an atmosphere that is warm and accepting, they are not alwavs as suc-
cessful in providing an atmosphere that offers psychological support to cach
child = some of whose needs may run more to order, firmness, and disciphne
than 1o a free, unstructured atmosphere and uncntical warmth. Preschool
classes, more than any other compensatory programs, have often been
started and staffed by ardent, well-meaning but untrained amatcurs —a
shortage of well-trained, professional teachers at the preschool level being
only one facct of a pereonnel shortage that haunts all phascs of compensa-
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tory educational programs. These amateurs bring to their work many vir-
tues and some skills, but not among them frequently are the specific tech-
niques for providing the kind of dirccted pre-academic experiences that
will really equip these disadvantaged youngsters to start and move ahead
in school. Although relatively little is known about the specific kinds of ex-
periences that are most cffective in encouraging language development and
language acquisition, certainly more is known than is being widely utilized.
Experimental programs that test the efficacy of new approaches to concept
formation, to the acquisition of learning sct, to the wider utilization of
symbols, and so forth, are vital to provide us with continuing insights into
the types of activities that should be included in a truly effective preschool
program.

Certainly, as advocates of public education, we should welcome this
downward extension of public education to include the three- to five-year-
olds. However, we should be unprepared to accept this downward exten-
sion as a substitute for new, different, and greater effort in those school
grades that are now traditional. It is also somewhat arbitrary, in the light
of some of the work of Piaget and Hunt, to settle for intervention at the
third year of life and not at the cighteenth month or during the first year
of life. If we arc scrious about the importance of carly encounters with the
environment, it mav be that we must take greater collective responsibility
for influencing life experience from birth and even for controlling the qual-
ity of the physical environment before birth. It 1s unlikely however that
our socicty will be ready for the revoluuonary social changes involved in
this kind of commitment for a good many vears to come.

If preschool programs represent the carliest intervention we have yvet be-
come involved with, dropout programs represent the last intervention of
the school into the lives of these vouth. Unfortunately, their very lateness
mitigates agamnst their success. Where dropout programs operate on the
junior high school level - and are really special educational programs modi-
fied to suit particular children rather than antidropout programs — they are
more likely to be effective. Because the sad fact is that a high school drop-
out, ora young person who is simply wairting impatiently in school to reach
the age when he can drop out, tends to be a youth for whom school has
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represented perentiial failure. If when he drops out of school he does not
find a job- which is most likely —his failure has been compounded. Tt
seems highly unlikely that such a youth, lured back to school by the under-
standing advice of a guidance counselor, has any greater basis for success,
whatever the concessions made by the school, than he had when he left.
Nothing significant has happened to change his estimate of school, of edu-
cation, of life, or of himself. Furthermore, in the case of minority group
youngsters, the opportunity structure of the job market is, as they often
know, such as to make their education almost irrelevant. Negro and Puerto
Rican youngsters who graduated from high school were shown in one study
to be carning, on the average, only about $5 a week more, seven years after
graduation, than those who had dropped out. In addition, the lifetime carn-
ings of Negro college graduates are about cqual to those of white high
school graduates. This is, of course, if they are employed at all. As one re-
searcher commented, *“We are almost in the position of counseling them to
stay in school so that they can become unemployed high school gradu-
ates.” Obviously the answer to the dropout problem lies far back along the
educational track—back in grammar school and kindergarten where the
failures begin. But for those who have passed through the system and come,
frustrated, embittered, demoralized, and uneducated, out the other end,
the answer would seem to lie in somehow providing them with experiences
in formal education and work from which they can gain both a sensc of per-
sonal responsibility and a sense of personal success. From such experiences,
eventually, they may also gain the courage and motivation to face their
previous areas of failure and so resume their commitment to learning. The
weakness of so many of the dropout programs that have tried to do just
this is that they have been unable, through no particular fault of their own,
to provide meaningful work for meaningful pay to the youths they are
trying to help. Of even greater significance, however, is the failure of the
school to identify those approaches to curriculum content and organization
that take into account the special learning problems of persons who are es-
sentially adult but developmentally handicapped. Simple or complex
changes in schedule, changes in sequence of material presentation, and
changes in the quality or quantity of material presented are inadequate. If
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we succeed 1n holding these young people in school or in attracting them
back to formal learning situations, and they learn only that we have not
yet developed the capability to insure that they achieve literacy, concept
mastery, and ability to utilize new knowledge, we cannot claim success for
antidropout programs.

Even if the school succeeds in combining remunerative work and more
appropriate formal learning experiences, it will, unfortunately, not have
totally met the problems of potential school dropouts and ex-dropouts.
Substantial modifications must indeed be made in curriculum material,
content, and methods, but significant innovations will also be required in
the job market. Work and formal learning have yet to be integrated in the
development of new jobs—including those at the preprofessional or sub-
professional level —which provide for upward mobility by making auto-
matic provision for continued training. To settle, as so many programs do,
for jobs—any jobs—1is not only inadequate but uneconomical and basically
dishonest. What do we gain when we invest training and placement re-
sources in solutions which only postpone for a few months or a year the
long-tcrm problems of carcer development? To lure a youngster back into
schovi and to train him for a vanishing job, to place him in that job and to
claim that we have been successful, may contribute to the statistical suc-
cess of a project, but makes no real contribution to the solution of the prob-
lems of young adults who drop out or do poorly in school. Programs that
follow such practices, and many dropout programs do, arc simply practic-
ing rank deception.

[t1sentircly possible that a successful attack upon the problems of school
dropouts and unemployable youth will require not so much a greater cffort
directed at these young people, but a greater cffort at identifying for them
and facilitating their assumption of roles in the fiber of our society that
have meaning. We know from the rehabilitative influence of military ex-
pericnce on some of these youths that there 1s a tremendous potential for
development and productivity latent in this population. The individual
behavior traditionally associated with stability and upward mobility are
likely to be most easily achicved as a by-product of involvement in activi-
ties on which society places importance and for which it offers tangible re-
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wards. Onc possible answer might be a Peace Corps or a National Service
Corps less oriented than the present Peace Corps toward the altruistic con-
cerns of middle-class young adults—an organization in which the pay is
good, in which the work is challenging, and in which membership com-
mands respect. Such a corps would come closer to answering the needs of
these young people whose conditions of life leave them with little interest
in volunteer community service. And, finally, it may not even be sufficient
to the problems presented by this segment of the population to provide
good pay for respected work. Because these young people tend to be alien-
ated from the values and goals professed by the society at large, it may also
be necessary that their work and their opportunities for education and self-
advancement be directly related to influencing the political-social power
structure. One of the characteristics of carlier periods in our nation’s his-
tory when uneducated and alienated people succeeded in the system was
the fact that opportunities then existed for these newcomers to move inte
and influence the power structure of the communitics in which they set-
tled. The work they did paid off not only in terms of money, but also in
terms of homes, communitics, institutions, businesses, and industries in
which they had gained or could aspire to varying degrees of control. In
other words, the work and the rewards were not artificial, and although
they were also not guaranteed, they at least had meaning in a relatively
open opportunity structure. It may be that what is critically missing from
our programs for uncmployable youth is any realistic opportunity for their
participation in the decision-making processes that control their hives. To
provide this opportunity, socicty may have to reexamine some of its basic
economic and political tencts which have thus far precluded consideration
of more radical approaches to the creation of new—and the rehabilitation
of old —institutions, industries, and communitics.

In the last few years it has become an acknowledged fact that teaching
the disadvantaged is a specialized task. It cannot be left only to the newest
teachers, who may have no choice in their assignments, nor to the older
teachers, “‘left over” in the center-city schools after the pupils whom they
knew how to teach have gone clsewhere. The growing recognition of this
fact is evidenced by the degree to which teacher tramning and retraining




projects figure in programs of compensatory education. Unfortunately, it
is doubtful that any short-range orientation or inscrvice teacher training
courses will move us far toward the long-range goal of providing satisfac-
tory levels of mstruction in disadvantaged schools. This is so because the
problem of stafling “‘unpopular” schools is mercly the most difficult aspect
of an alrcady difficult problem—an overall shortage of qualified personnel.
Much of what has been written about teaching the disadvantaged has been
written as if such a shortage did not exist. It is all very well to talk about
screening teachers for their attitudinal suitability to teach in depressed
area schools, but the fact is that in many communitics there is almost no
onc to screen. It may be theoretically sound to propose the effective reduc-
tion of classroom size by assigning highly trained and specialized personnel
to problem schools, but the fact is that before we can begin to multiply
classrooms by reducing their size, we will have to get teachers into the
classrooms we now have. This personnel problem is one that time will only
intensify. By the carly 1970s, one-third of the population will probably be
in our cducational system somewhere between kindergarten and graduate
school. We are going to need teachers 1o manage all these classrooms and,
without some concerted cffort on the part of educators and of socicty in
general, it 1s highly unlikely that we will have them.

Even if we had an unlimited pool of willing candidates from which to
choose, we would still have no assurance that we could put into depressed
arca classrooms teachers qualified to provide the kinds of educational cx-
periences these children need. Training programs have invested time and
moncy in improving teacher competence and teacher behavior but neither
rescarch nor practice has yet provided definite guidelines as to what should
be emphasized i such training. When Kocenigsberg studicd teachers who
were thought by their admunistrators to be successful with disadvantaged
children, she found no objective evidence of their superiority in this arca.
Some programs stress the human relations approach, but in our own inves-
tigations of thisarea, we have observed allegedly good teachers who, judged
by colloquial standards, scemed to be lucking in the traditional human re-
lation traits like warmth, support, and sympathy. Other programs stress
understanding the culture and values of the poor. Yet we know that a good
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bt of this “awareness of the child’s background™ gers distorted into gOossIp
about the number of men with whom their mothers sleep. and s seldom
reflected in significantly changed teacher attitudes.

There is more than adequate justification fer concern with the problems
of teacher atutude. Unfortunately, much of this concern is expressed 1n
suggestions that teachers be warm, accepting, supportir e, nonpunitive, sixd
so forth. whule insuflicient attention has been given to the value of an atu-
tude of positive expectation - the expectation that these children can learn,
and that teacher activity and curricular design can be effective in the teach-
ing-learning process. There is increasing evidence that the teacher's aware-
ness of the potential of her nupils not onlv influences her attitude as 1o
what she may expect of them, but influences their performance as well.
Clarke and Clarke (1954), 1n a follow-up study of a group of children who
until they were three had been classed as mental retardates, found these
children at age 10 to be of normal intelligence. .\t the age of three these
children had been placed with foster parents who were 1old they werc
nor:nal. A matched group of children who remained institutionalized were
judged at the age of 10 t6 be essentially mentally subnormal. Rosenthal
(1959), among others, has demonstrated that when psychology students
are told that the children they are about to test are superior. those children
perform significantly better than do other children who have been de-
scribed as poor learners. although both groups of children are, in fact. equal
in ability. In the light of such findings. approaches to teacher retraining
focused on improving teacher attitude as a means of improving pupil per-
formance might a<sume primary importance in compensatory programs.

As far as the problem of sraffing depressed-area schools is concerned. the
school systems might, as a first step. concern themselves with the functional
ability rather than the paper qualifications of potential teaching personnel.
If, as former Assistant Sccretary for Education Keppel has observed, there
are school systems in which teachers with two vears of relevant experience
in the Peace Corps are technically unqualified to teach, one would doubt
the rationality of those systems. The use of volunteer or paid subprofes-
sionals to perform nonteaching functions, and what would scem to be a
general overcoming of the antipathy of school systems toward enthusiastc
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laymen in the classroom, suggests that in some school svstems human needs
arc beginning to outweigh bureaucratic needs. This approach, of course,
must be tempered with an awareness that good will is not for long an adc-
quate substitute for technmical competence.

It 1s not only movement from the bottom which has met with hostility
1 school situations. Many times the introduction at top levels of *‘special-
ist” or “‘resowrce’” personnel has met with a kind of stony resistance on the
part of the classroom teachers with a resultant underuulization of the serv-
ices these auxiliary personnel are offering. It is rarely profitable to intro-
duce into an existing school hierarchy a curriculum expert who is not at the
same time a human relations expert, because it takes a particularly sensitive
person to provide assistance to experienced personnel without at the same
time causing resentment. One suggested approach to this problem 1s the
retraining of the status people already in the school. although one would
have to evaluate the degree to which the older. more established teachers
are actually susceptible to retraining.

Aside from any hostility derived from a concern fer status. some teachers
are honestly convinced that. given the overcrowding of the classrooms in
many of these schools, any additional personnel should be given classroom
assignments in order to reduce overall classroom size. In evaluating the
Higher Horizons Program, the 10 percent of the teachers who recommend-
ed canceling the program felt that the special Higher Horizon's personnel
could much better be used in the classroom. And the fact is. that until pro-
grams are designed with more effective built-in evaluative procedures,
there 1s no one who can tell them thev are wrong.

Probably the most productive approach to changed teacher behaviorand
atutudes 1s that which emphasizes providing teachers with new and im-
proved tools. It 1s mstructive in this respect to recall the experimental
work c¢f K. S. Lashley. In the middle twenties it was a widely held view
that laboratorv rats were unable to discriminate among geometric forms.
Thev could make brightness discriminations, but experimenters consist-
eitly found that rats could not discriminate between, sav, a triangle and a
circle. Lashley hypothesized that the problem lav not in the rats” mability
to discriminate, but in the experimenters’ failure to devise an adequate
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learning situation. So Lashlev modified the demands of the learning situa-
tion by reducing sources of extrancous stimuli. limiting the range of alter-
native responses, and increasing the drive state of the experimental ani-
mals. Under the changed conditions for learning. he was able to teach rats
to make discriminations among a varicty of gecometric forms.

If appropriate learning situations can be designed to enable rats to learn
discriminations they are supposedlv unable to make. is 1t not possible that
appropriate classroom situations and procedures can be devised to enable
all children to learn those things many children are already learning? We
cannot expect the teachers in their individual classrooms to find for them-
sclves all of the necessary teaching techniques and learning situations ap-
propriate to these children. Taking a cue from the experience with the new
mathematics curriculum, the Zacharias Commission has stressed the im-
portance of new instruments and methods that work in achieving behavior-
al change in teachers. It is casy for teachers to shp into attitudes of defeat
and indifference when thev see hittle return for their efforts - and 1t 1s hard
for them to remain indifferent and unchallenged when their eftorts begin
to mecet with success.

A weakness of teacher training programs and of our overall programs of
cducation for the disadvantaged is our failure to match the revolutions tak-
ing place in society with a revolution in the teaching-learning process. We
have not vet removed the burden of proof from the shoulders of the learner
and placed the responsibility for the success of the academic venture on
the shoulders of the school svstem. where it belongs.

In no area is this misplaced responsibility more obvious than in the arca
of curriculum mnovation. Remedial education programs have been devel-
oped. teacher-pupil ratio has been reduced. new materials have been pro-
duced, classroom grouping has been modified - all sensible and appropniate
changes. but they represent no basic alteration m the teaching-learning
process. They are likelv to result in increasing the aumber of children who
succeed, but thev are unlikely to meet our era’s real challenge to the
schools. that of insuring that all children. save those with significant neuro-
logical defects. achieve conpetence i the development and use of ideas as
well as mastery of the basic academic skills.
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Most of what 1s being done in the area of curriculum change 1s being done
in line with a tradiuon of unscientfic innovation n the school svstem.
Many of the innovations consume considerable time and money. Few of
them are based on identifiable theoretical premises or verifiable hypotheses.
Verv often these mnovations appear to have resulted from isolated. poorly
controlled trial and error discoveries, and all too often the new practice is
supported only by the exhortation of its enthusiasts. For example, there is
little empirical evidence or theoretical basis for judging cither homogene-
ous or heterogencous groupings as providing the more effective learning
situation. Homogenceous grouping mav, indeed, provide an easier teaching
situation, but in practice it often serves simply to segregate the minority-
group children from their more privileged peers. Given the evidence sug-
gesting that segregation is, per se, a handicap to the achievement of educa-
tional equality, and given. 1n addition, the social problems of the time, it
might be well for school systems to examine the premise on which they
have overwhelmingly adopted homogencous groupings. It 1s quite possible
that the more difficult teaching situation provided by heterogeneous group-
ing 1s also the more productive in the total development of the child.

Team teaching is another structural modification for which the justifica-
tions are largely those relating to more cffective use of personnel. rather
than to anyv presumption that it is an effective method of handling disad-
vantaged children. Where block-time programing has been introduced at
the junior high school level. its introduction has been justified on the basis
that these children are not ready to move out of the single-teacher, single-
classroom situation. If these children at a secondary school level need iden
tification with one teacher, it might be appropriate to assume that the
greater flexibility which team teaching allows to the administration in the
use of personnel does not necessanly result in psychological benefit to the
children themselves. On the other hand, perhaps the need for personal
identification with the teacher mayv be better met under team teachimg con-
ditions where the higher teacher-pupil ratio allows for more meaningful, if
not more consistent, teacher-pupil mteraction.

These structural rearrangements. like a number of other innovations
which have been called compensatory, are really attempts to bring the
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schools up to date. Such additions as audiovisual aids, science equipment in
the elementary schools, and programed learning, are simply moderniza-
tions that may or may not have relevance to providing appropriate educa-
tion for the disadvantaged.

One of the most interesting things abourt these efforts at modification and
improvement 15 the absence of anvthing really new or radically innovative
in pedagogv. Most of these programs utilize common sense, or traditional
procedures, or both, which are or should be a part of any good educational
program. In fact, it is something of an indictment that these practices have
not been introduced earlier into the education of the less privileged.

But if curriculum development is to be significantly mnovative, we
might well give greater attention to the effect of intragroup interaction on
the teaching-learning process. Professionals concerned with such fields as
decision processes and psychotherapy have developed elaborate systems of
theory and practice based upon concepts of group dvnamics. This sophisti-
cation has not yet been appropriately applied to education. Other advances
in curriculum development and modification might well be achieved
through exploring different ways of organizing learning experiences to
meet individual differences in readiness. This readiness may vary with re-
spect to the functional capacity to discriminate between things seen,
heard, tasted, or felt. It may vary with respect to habit patterns that have
been established around these sensory functions. Readiness may vary, based
upon the dominance of one aspect of sensory function over another. The
plea here 1s for curriculum development that takes into account available
knowledge concerning significant variations in the organization and opera-
tion of the senses. Work with neurologically impaired subjects has provided
insight into the significance of variations in sensory and perceptual func-
tion for efficiency 1n learning. This work has also made us aware of the pos-
sibility that normal individuals varv widely with respect to behaviors de-
pendent upon such fusictions. But of greatest significance 1s the contribu-
tion that work with these neurologically damaged subjects has made to the
design of modified procedures for teaching and training. Because man’s
function 1s not alone determined by his biological characteristics but also
by his encounters with the environment, 1t may well be that children




whose life experiences vary, have significant variations in function. If this
is in fact the case, the leads provided by the special education model should
be rich with possibilities for curriculum design for socially disadvantaged
children. Furtkermore, if individuals, independently of experience or sta-
tion in life, differ with respect to the degree to which they are inclined to
respond with one or another of the senses, it may be that one of the signifi-
cant variables in learning ability and disability may be the quality of sup-
port provided for the learning experience when the pattern of the learning
task presented does not complement the sensory organization of the learn-
cr. Understanding the interaction between these two phenomena in the
learning process will provide a new dimension along which curriculum ma-
terials may be designed and content organized.

Our concern with learner-environment interaction provides a new life
space for the curriculum. From developments in programed instruction we
have learned something of the usefulness of modifying the rate and se-
quence in which learning experiences and materials are presented. We have
yet to explore the significance of larger scale modifications in sequence,
where instead of breaking down and reordering the structure of a single
concept, broad categories of curriculum material and content are subjected
to such sequential modifications. However, the formal curriculum elements
arc not the only elements in the environment which impinge on the learn-
er. Of equal importance arc the social. psychological. and physical environ-
ments in which learning occurs. This is not to say that educators have
heretofore been indifferent to these environments. The importance of the
climate for learning is “‘old hat” in education. But innovation will grow
from our awareness of a far broader set of dimensions along which these en-
vironments may be manipulated. In recognition of variations in responsc
patterns, within as well as between learners, dependent upon the circum-
stances and nature of the learning task, the various aspects of these environ-
ments may be manipulated to achicve certain learning outcomes.

These examples by no means exhaust the possibilities for new or greatly
modificd approaches to curriculum design. However, concepts such as
these are rarely found in the programs that have been studied. It may be
that behavioral scientists will need to assume a greater responsibility for the




7. A critique of compensalory education

application of their competencics to theorctical and applied problems in
cducation. Inany case, it is proba iy unrcasonable for us to expect that the
present generation of professional educators will be able to take the giant
strides required for curriculum innovation that will answer the challenge.

Growing interest in improving opportunities in higher education for the
disadvantaged has led many of our colleges and universiues to draw their
newest student bodics from an increasingly wide variety of social, ethnic,
cconomic, and cultural groups. Some of these new college students are the
first members of their cultural or ethnic groups to attend these institutions,
and large numbers of them are succeeding in college, defving pessimistic
predictions of their chances for success. Sometimes these achievements are
simply the result of discovery programs which provide an opportunity for
college study to young people of ability. In other cases, success follows spe-
cial remedial and enrichment programs in which voungsters who were func-
tioning at modest levels were helped to correct their weaknesses in prepara-
tion and to move ahead. Still other members of this new collegiate popu-
lation are counted among those who have taken advantage of the oppor-
tunity provided by the growing number of junior or community colleges.
Increasingly, the new college group will include young people who have
spent their summers and much of their free time during their last few un-
dergraduate school vears in special college preparatory programs. In short,
it can be said today that any voung person of above-average ability can find
an opportunity for collegiate study, particularly if he is Negro. Unfortu-
nately, these talent scarch programs and changed admissions policies have
not routinely received a broad enough interpretation to enable them to as-
sist other disadvantaged groups, including poor white vouth. Further-
more, they have only skimmed the cream. They have not yet moved far
enough from dependence on traditional indices of talent or potential to
draw from the mass of youngsters who are academically handicapped be-
causc of their socially or cconomucally disadvantaged status.

In facing the many problems involved in weak prior academic prepara-
tion the colleges face a substantial challenge. Where the issuc has been en-
gaged, emphasis has been placed on remedial work and enrichment experi-
ences, special counsching, guidance and tutorial work, extended time to




complete requirements, or the sclection of students who show promise of

rising above their limitations 1o succeed. None of the existing programs
have begun serious work on such problems as the modification of the
mental postures and learning patterns in ineflicient young adult learners;
the devising of alternate input systems for the acquisition of knowledge
banks for the student who suffers from major deficits in information as well
as impaired skills for acquiring it; the relationship of the av.ulability of so-
cial or cultural reference groups to persistence and attrition rates among
minority group college students; and the differential interaction between
aspiration, motivation, opportunity, resource mobilization, and achieve-
ment. These are problems which seem to lie at the heart of the college ad-
justment problem for students from disadvantaged backgrounds. While we
have delayed in using the remedies— financial assistance, modified admis-
sions policies, talent searching, and remedial course work — that are now im-
proving opportunities for these students, solution of problems on this level
has never demanded more than an application of existing resources. The
second-level problems whose solutions are likely to make the real difference
in providing educational opportunities for the disadvantaged will require
more systematic investigation and concerted effort.

Even as we direct our attention to the next steps, let us not be unmind-
ful of the fact that woefully little is being done at the level at which we do
know what to do.

The greatest part of the effort in compensatory higher education is being
conducted in the Negro colleges. These are the colleges that have struggled
longest with the problem and remain least able to mount the required ef-
fort. Moreover, as our great institutions of higher learning begin to offer
help to students from disadvantaged backgrounds, they select those who
are most likely to succeed, thus tending to rob the less prestigious Negro
colleges of those very students who might raise institutional standards.
Given society’s increasing need for the kind of liberating education pecu-
liar to the traditional college, it may now be time for the strongest institu-
tions to assume a greater share of the burden of educating those young
adults whose adequate development and achievement of academic excel-
lence present the greatest challenge, giving the weaker institutions a chance
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to sharc i the education of the best prepared. For it may be that great
tcaching 1s not best measured by how much the excellent student learns at
his teacher’s feet but by the extent to which a teacher can help the less pre-
pared student to approach excellence.

Gneen the rapidly proliferating efforts directed at helping the disadvan-
taged, and the almost universal emphasis on compensatory education to the
neglect of education appropriate to developmental need, and given the vir-
tual absence i these programs of any rationale based on a systematic con-
ceptual framework for understanding the learning stvles and the needs of
disadvantaged children, what new directions or emphases are indicated?

In the scarch for improved approaches to educating the disadvantaged,
one of the most fundamental needs is for some clarification of the relation-
ship between conditions of life, characterisrics of the learner, and success in
the teaching-learning process. The attention so far given to characteristics
of disadvantaged children has resulted in overgenerous generalizations. Sev-
cral investigators and too many observers have been content to identify
conditions and characteristics frequently encountered in some of the disad-
vantaged and then assumed these factors to be typical. Further, the fact of
concurrence between certain conditions of life, certain characteristics, and
poor school adjustment has been interpreted as indicative of a causal rela-
tionship, although the evidence supports only a conclusion that these phe-
nomena are correlated. The primary need, then, in improving educational
opportunity for disadvantaged children 1s to understand the nature and
cause of their poor school adjustment.

Although 1t is probably true that adverse conditions of life do not facili-
tate academic achievement m most children, we have no firm evidence that
such conditions preclude academic success. In fact, there are enough cases
of success despite adverse conditions to make untenable the conclusion that
difficult life circumstances preclude success in school. There are many good
rcasons for improving the living conditions of the disadvantaged and there
is certainly no good excusc for an aflluent society to fuil to do so. However,
if the school continues to point to these conditions as the excuse for its
farlures, it 1s not likely to mount an appropriate attack upon the pedagogi-
cal problems involved.




This is not to argue that the school and school people should not be con-
cerned with these conditions. It is only to argue that the school’s concern
with conditions of life must not be a substitute for its primary concern with
the teaching-learning process.

The charactenistics earlier referred to, upon which much of compensa-
tory education 1s based, also occur in more privileged populations. inefh-
cient utilization of formal learning situations and other learning disabilities
are not confined to the disadvantaged. Our focus on these characteristics,
most of which we presume to have negative implications for school learn-
ing, is not unlike our focus on behaviors and circumstances thought of as
pathologic in ncurotic and psychotic persons. Inadequate attention has
been given to the fact that many “‘normal” and functioning individuals
also have these characteristics and circumstances in their lives. So the
“pathologic™ signs are neither true indicators of pathology nor are they
“typical” of the subject population. In fact, the subject population does
not exist as a unitary group, but as a multivariant group. To think of this
population as a single group, to identify its problems as common, and to
prescribe a single program for all, 1s a seriously fallacious approach to the
educational problems of the disadvantaged. These educational problems are
the products of varying combinations of factors, and within a given sub-
group the circumstances and contributing factors may vary even more than
they do between subgroups. So, important as identification of character-
istics may be, the qualification and specification of these characteristics and
conditions in relation to the developmental tasks to be mastered are the
essential prerequisites to educational prescription. The programs of com-
pensatory education studied have not followed this sequence.

Guided by a concern with compensating for certain conditions and mod-
ifying certain characteristics (whether they are relevant to the learning
task or not), the schools have utilized a variety of pedagogical procedures
and materials. But since the nature of the relationship between the condi-
tions, the characteristics, and learning taskmastery has not been fully un-
derstood, use of these procedures and materials can only be justified by
tradition and pragmatic experience. Consequently, children who are judged
to be deficient in language development are exposed to experiences that
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give them more about which they may speak; they are exposed to a variety
of labeling procedures which are designed to insure that they have word
symbols for the things and events in their environment; and they are pro-
vided with examples or models of adults using correct and fluent verbaliza-
tons in the hope that through the process of identification they will devel-
op good language usage. What will be the likely result of these measures if
the critical variable 1s sensitivity to the social necessity or survival-need
represented by language facility? If there is validity to the Strodtbeck find-
ing that differences in language usage in middle-class and lower-class fam-
ilies are due to differences in patterns of parental deciston making m these
familics — making sensitivity to claborated language forms essential in the
former and sensitivity to signs and direction-giving adequate in the latter -
this emphasis on directed cognitive experience may be inappropriate. The
nced may be for greater emphasis on directed and manipulated affective
experience designed to develop sensitivity to elaborated language forms as
an cssential tool of survival.

Probably because we are conscience-stricken by our prejudices toward,
and our neglect of, the disadvantaged, much of our school personnel train-
ing cffort has been directed at better understanding the culture and values
of the lewer status groups. The assumption scems to be that in order to
teach well we must understand the life of the learner, in order to motivate
we must be able to identify parallels in the hic of the motivated, and m
order to empathize we must know the meaning of experiences to the re-
cipient of our compassion. We have no evidence that this 15 so. It is quite
likely that knowledge of the pupil’s life may make the teacher somewhat
more at case or at least somewhat less vulnerable to shock, but few of us are
really able to straddle cultures and to utilize knowledge of other cultures
creatively. Even fewer of us have the capacity to adapt experiences from
our own value systems to alien value systems without being patronizing.
Of greater importance, however, is the question of whether good teaching
and cffective icarning can transcend one’s identification with a particular
st of values or a particular culture. The hustory of education indicates that
they can. The upper class has always received the best education and few
upper-class members are educators. Education has been the vehicle of up-




ward mobility for the lower class and certainly by the time they function
as teachers, educators are not members of the lower class. Understanding of
differences in culture and values may be helpful in teaching, but such un-
derstanding seems to be a noncritical variabie and preoccupation with it
may be diversionary in the education of the disadvantaged.

The importance of the interview and psychotherapeutic courseling as in-
struments for change in attitude and behavior has been greatly exaggerat-
ed. Although few programs have been devcloped with an intensive psycho-
therapeutic emphasis, almost none of the programs studied are without a
significant guidance counseling emphasis. These counseling components
which vary from information-dispensing and motivational exhortation to
reflection of feeling and the provision of advice and support tend to be
based on the same assumptions as psychotherapy. The heavy dependence
on counseling reflects the views that greater insight into factors which seem
to be related to the behavior results in a modification of the behavior, that
atypical behavior reflects lack of correct information or correct interpreta-
tion, that habitual behavior patterns are subject to change under the im-
pact of interaction with a person of higher status. These and a host of other
assumptions have some validity. However, the counseling emphasis does
not provide for the role of experience —direct confrontation with life —
upon the development and change of attitudes and behavior.

Where one’s Iife experience, or at least one’s perception of the oppor-
tunity, corresponds to the values, goals, and behaviors stressed in the coun-
seling situation, one may expect somewhat more positive results. When the
major events of one’s life and one’s awareness of the opportunity structure
contradict the hypothetical world of the interview, it is folly to expect pos-
itive results.

Too many of the guidance components of compensatory education pro-
grams are based upon superficial and infrequent pupil-counselor contact.
Most of the encounters with guidance counselors are far removed from
meaningful involvement with the real problems in the real world. Too
often the guidance counselor represents a degree of sophistication with re-
gard to the priority problems of the pupil that borders on naivete. Usually
the guidance focus is on talking about the problem when the need is to do
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something about it. Too often. unfortunately. the support thac the status
person could provide is not given because life circumstances often rob these
voung people of trustin that segment of the population represented by the
counsclor.

Guidance programs in which the counsclor performs an active helping
role scem to be more effective. Often the counsclor’s value is established
more readily on the basis of his having taken an action in the pupil’s behalf.
Arranging for a change of teacher. help in finding a job, mediating a parent-
child conflict. coming to the pupil’s defense in the face of the police, or
taking a correct stana in the civil rights struggle are acuons that mayv do
more to cstablich a relationship than months of counscling. For the Jisad-
vantaged voungster who daily meets and often copes with many concrete
difficulties in living. a focus on help with these problems mayv be the most
productive approach to guidance.

It 1s not suggested here that informauon. support. reflection of fecling.
advice-giving, and verbal reinforcement are to no avail. The importance of
relationship therapy and models iz guidance are rot to be demeanced. The
point to be made is that. particularly with this group. guidance cfforts di-
rected at control and modification of the environment, efforts directed at
positive intervention to change the negauve and destructive elements in
the lives of these children. are likely to be more productive than cfforts di-
rected at change of attitude and behavior threugh verbal and other vi-
€arious ¢Xperiences.

Some promising gm’delinex

Ten vears ago when one could make a contribution to the situation simply
by calling attention to the fact that education for the disadvantaged was a
problem, a critical approach to the review of the few real efforts then in
existence would have been mappropriate. However. today when work 1n
this ficld has almost become a fad. 1t 1s essential that we do not let our en-
thusiasm blind us to the imitauons of our cfforts. The predominantly crit-
ical view taken of these programs is bora of the fear that quanuty of effort
mayv be mistaken for quality of achievement. Weaknesses and limitauons
in these programs have been stressed 1n order to call attention to the fact




that we have not vet found answers to many of the prescing educational
problems of the disadvantaged. To assume that we have the answer is to
subject multitudes of children to less than optimal development. More
seriously. o settle for the beginning effort now mounted is to lay the basis
for the conclusion that children of low economic. cethnic. or social status
cannot be educated to the same levels as other children in the society, This
conclusion could be drawn because despite all of our current cfforts tre-
mendous gains are not vet being achieved in upgrading educational achicve-
ment in socially disadvantaged children. We are probably failing because
we have not vet found the right answers to the problem. To act as if the
answers were In is to insure against further progress.

Even though we do not kaow how best to educate socially disadvan-
taged children, we cannot afford to wai: for better answers. The presence
of these children in our schools, the demands of increasingly impatient
communities, and the requirements of an increasingly complex societv de-
mand that we apply the best that is cvzrently available even as we seek to
improve. Our current experiences by no means Jeave us without leads.
There are several ideas and practices which show promise.

t. Lffectice ieaching— Nonc of the programs studied have come up with a
substitute for effective teaching. They have also failed to develop #e effec-
tive approach to teaching. The teachers who are judged to be successful are
those who have developed sensitivity 1o the special needs. the variety of
learning patterns, and the fearning strengths and weaknesses of their pupils.
These teachers have also developed a wide varictv of instructional tech-
niques and methodologics by which they communicate knowledge with
which they are very famihar, and attitudes of respect and expecration
which they strongly hold.

2. Child-parens-teacher motivation—In the absence of revolutions in edu-
cational technology. one of the most promising arcas for emphasis is that of
motivation. Few programs have generated more enthusiasm for learning or
better pupil gains than those which involved teachers, parents, and children
in active and creative motivational campaigns. Utilizing a wide variety of
motivational schemes. these programs have raised the level of expectation
on the part of teachers, have greatly increased parent participation in the
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school as well as home-based learning cxperiences, and have hclped voung-
sters to find pleasure and reward in learning.

3. New materials and technology —One of the significant developments of
the current period is the emergence of instructional materiais more widely
representative of the veriety of ethnic groups which exist in this country-.
The better material in this category not only includes more appropriate
graphic art but the prose is more pertinent to the realirics of the pupil’s life.
The development of improved literacy techniques is worthy of note.
Among these are the Initial Teaching Alphabet, Color Coded Words, the
Progressive Accelerated Reading Technique, and the Talking Typewriter.
Many of the better programs make good use of some of the excellent pro-
gramed instructonal materials as well as of inexpensive-to-costly teaching
machines.

4. Peer teaching and learning —Drawing upon a long-ignored technique
emploved by Maria Montessori, some programs have caused children to
make significant gains in academic achievement as a result of helping other
children learn. Most often the pattern is that of older children serving as
tutcrs for vounger children with both showing gains from the experience.
The practice not only has many tangential social benefits, 1t also has the
advantage of replicating the naturalistic out-of-school experiences of chil-
dren, where thev generally tend to learn from each other.

5. Psycho-ed. .tional diagnosis and remediation =TIt 1s well established
that disadvantaged children are a high-risk population with respect to de-
vclopmental abnormalities. The higher incidence of developmental defects
and learning disabilities makes careful psycho-educational diagnosis of cru-
cial significance in programs scrving these children. Obviously it 1s not
enotigh to diagnose; prescription and remedy must follow. Excellent pro-
grams will include or at least have access to such stafl and facilities.

6. Learning task specific grouping— Considerable controversy has devel-
oped around homogeneous versus heterogencous grouping. Such a dichot-
omy clouds the issue. Clearly there are some learning tasks which are casier
fo- some children to master and for some teachers to teach if they are pre-
sentea to a group all of whom are at much the same level. Mastery of other
tasks may proceed fasier in heterogencous groups. There are some tasks
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that require small group instruction, and others for which small groups are
wasteful if not iefficient. Grouping of voungsters for instruction should
flow from the nature of the learning task and not from the bias of the
teacher or the school svstem. In work with disadvantaged children the so-
cial gains which mav also be derived from flexible grouping should not be
ignored.

7. Extensions of the school = Although school learning 1s focused in the
school, its quality 1s significantly infiuenced by factors outside of school.
Where competing forces operate outside of school. it is often necessary to
extend the school dav, week, or year so as to increase the period during
which the school’s influence mav be felt. The All-Day Neighborhood
School, weekend activities, and summer programs are among the variations
used. In a few instances boarding-tvpe schools are being tried, combining
certain status and quality clements to the extended exposure to the school
cnvironment.

8. Staffing—There are few solid guidelines to stafhing programs for the
disadvantaged. However, the more promising trends give emphasis to:

a. the selection of teachers who have good basic backgrounds in academic
disciplines, combined with particularly good mstructional skills. Most pro-
grams stress some appreciation for the cultures from which pupils come,
but instructional techniques that work seem to provide the best pavof.

b. the usc of indigenous nonprofessionals as teacher aides 1s increasingly
stressed although some critics of thisdevelopment call attention to the pos-
sible influence of “‘negative models,” particularly in language usage.

c. in addition to strength of staff, quantity of stafl is also stressed. Com-
bined with team teaching, where a master teacher supervises several less
skilled teachers, the use of junior-level personnel can be used to advantage.

d. considerable emphasis in some programs is being given to the use of
male models. Visitors and part-time people are used when men are not in
ample supply on the regular stafi.

c. a wide variety of supporting staff are being used. These include social
workers, psychologists, physicians, nurses, community organizers, remedial
specialists, guidance specialists, ana home-school liaison othcers drawn from
the sutrrounding environment.
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9. Social or peer-group support — Particularly in work with adolescentsand
college-bound vouth the peer group or appropriate sociai or ethnic ref-
erence groups are used to provide morale support, an island for temporary
retreat, or reference-group identification. This is particularly important in
young people whose upward mobility may appear to be taking them away
from the groups with which they identify.

10. Financial assistance—Many of the administrators of collcge programs
have recognized the necessity for providing some {inancial assistance for
youth from disadvantaged backgrounds. This need is not so readily recog-
nized at the high school and elementary school level. However, many of
these children’s famulies simply cannot provide the pocket money which
makes school attendance and social participation possible. The need for sti-
pends is urgent for many of these children. Another unusual pattern of fi-
nancial assistance zonsists of modest aid beginning as carly as the seventh
grade and continuing through cullege. In one of these programs, college is
guaranteed while the student is still in junior high, as long as the pupil con-
tinues to demonstrate that he can qualify for this assistance.

11. Improved opportunity— Improved opportunities in college as well as
in other post high school endcavors is viewed by some programs as a major
factor. The view held is that percepiion of opportunity is in itself cnough
to move many of these vouth from a position of lethargy and alienation to
active involvement in their own development.

These several trends have made {or considerable improvement in educa-
tion for the disadvantaged. They flow logically from what is known about
these children and from the best traditions in cducation. Their further de-
velopment may be expected not only to enhance the quality of the educa-
tivnal expeniences which our schools and colleges provide for children and
youth handicapped by poverty and discrinunatios, but also to strengthen
the profession’s competence in serving the needs of learners of all social
classes and races.

New directions

These approaches to improvement in the education of disadvantaged voung
people, although pronusing, will not aloae suffice to cope with the new de-

182




mands which rapid social change now poses for our schools and colleges.
More fundamental than the task of providing compensatory education for
the disadvantaged is that of defining educational goals which are appropri-
ate for the emerging world of tomorrow. New directions must be charted
for the cducation of all of our people.

The educational tasks faced by the United States in the next three or
four decades have been enlarged and complicated by three revolutionary
developments. The first of these is an explosion in the quantity of knowl-
cdge available to man. It has been traditional to consider that the bodyv of
knowledge doubles every 15 years—that todav's information is, at worst,
outdated tomorrow. However, in the light of the pace with which new dis-
coveries arc emerging, and in the light of the advances in technolugy which
permit rapid processing and integrating of both new and old information
at higher levels, this morning’s information may well be outdated before
noon. It is no longer possibie for anv individual to be master of the knowl-
cdge available in any basic discipline. Morcover. as knowledge expands, the
distinctions between disciplines break down, thus extending the breadth of
knowledge required to solve problems in any onc of them. Meanwhile
there is every indication that the information pool will continue to grow —
not by arithmetic. but by geometric, progression.

The second aspect of the tiiple revolution involves the massive incre-
ments 1n technological competence. The industrial revolution combined
the power of the machine with the skill of man. But todav we are embarked
upon a new cra —the cybernetic era—in which the skill of the machine is
added to the power of the machine. Its principles of organization and 1ts
implications are as different from those of the industrial era as those of the
industrial cra were from those of the agricultural era. The union between
the computer and the automated sclf-regulating machine can result in a
system of almost unlimited productive capacity which, i contrast to the
mechanical systems which preceded it, requires progressively less. not
more, human labor. Cybernation will force the reorganization of our eco-
nomic and social structures to meet its own needs.

The third aspect of this triple revolution consists of the significant
changes 1n the realm of political, social, and cconomic relations which have




1. A critique of compensatory education

taken place over the last two decades —the civil rights-human rights revo-
lution at home, the risc of underdeveloped nations abroad, and the new
forms of military weaponry that have limited war as a method of resolving
mternational conflicts.

These revolutionary developments have serious implications for educa-
tion. To cnable our educational efforts to match the demands of this
changed and rapidly changing situation, we must focus attention on re-
modeling the concepts and structure of education so that the schools of the
future will not only be morc appropriately aligned with the needs of that
future society, but will also be a positive force 1n facilitating transition in
that society.

Probably the most significant change —or at least the one with the most
serious implications for education —will be the change that requires the
schools to shift away from an emphasis on simply rewarding the successful
student. The emphasis will have to fall instead on the schools’ responsibility
for insuring success in academic, emotional, and social learning for all stu-
dents save a very few who are truly mentally defective. The future will
also demand of us that we abandon our focus on more and more content
mastery and substitute for it a primary focus on learning to learn as a con-
tinuous process throughout hfe. The vast amount of knowledge available
to man, together with the demands of the advanced technology by which
our society moves. will require of our student-future-citizens skill in the
management of knowledge. Sinularly. changes in the politico-social sphere
will make more necessary than ever before competence and skill in intra-
personal and interpersonal management.

Associety which approaches education with these concerns might appro-
priately give attention to five specific educational goals. The first of these
1s a renewed commitment to efecuve teaching - suflicienty effec:ive to
provide for all students the mastery of busic conmunication skills. A real
commitment to the goal of developing universal competence in speech, in
reading and writing, and in arithmetic computation has crucial implica-
tions for education and for socicty. IFor education. it will mean the devel-
opment of the kind of matcrials, methods, and conditions for learning that
arc appropriate to the different background experiences and learning stvles




of children other than those for whom most of our educational practices
have been designed. These practices have not even succeeded with all the
pupils for whom they were designed, and they have failed completely to
meet the needs of most of the children who have been designated *‘socially
disadvantaged.” Conscquently, a genuine determination on the part of the
schools to assure universal mastery of basic communication skills would
constitute a self-imposed challenge of some magnitude. The school has no
choice about taking on such a challenge. In the agricultural and industrial
eras, physical strength and manual skill were suflicient tools for man’s sur-
vival, but it 1s increasingly clear that the survival tools of the cvbernetic
era are communication skills. If the schools cannot universally provide
these tools, they will be institutionally dysfunctional ‘n modern socicty.

Let me remind those who lack the courage 1o meet the challenge that
our concepts of educability have consistently followed sccicty’s demand
for educated persons. At onc time 1t was only the religious and political no-
bility from which educable persons were thought to come. When the Ref-
ormation and the emerging industrial revolution required that more people
be educated, we Jearned that educability existed in broader categories of
humankind. Gradually in the West, there came a general acceptance of the
notion that all white people were at least potentially educable. and n this
country it was only the Negro who could ot be taught. When, at last. out
of humanitarian concern and society’s need we began to discover that Ne
groes could learn, we came to accept a tacit responsibiliry for the education
of all people. But though we have accepted the theery of umversal edu-
cability, we have not attained universal edvcation —at best we have learned
how to teach that majority who meet certain rather stercotyped criteria.
However. educability 1s a function of socictal definition: and socictal need.
«nd 1 submut that in the latter part of the twenueth ceniury educability
will be defined m the broadest and most inclusive terms. it is 1 those terms
that the school will be challenged to produce.

A second goal of education, only somewhat less crucial than the mastery
of basic skills, involves providing students with an attitude of readsness to-
ward, and an increasing capacity for, coniinued learning. We must teach
people to think of the acquisition of knowledge as a lifetime undertaking,
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not as a pastime for youth, because accelerating technological innovations
are effecting profound changes in our job structure. Occupations are rapid-
ly altering. We are secing a developing stratification of people on the basis
of intellectual function and technological skills. Over the last 10 years the
proportion of white- to blue-collar workers has altered radically. Now for
the first time white-collar workers outnumber the blue-collar workers, and
the trend is not likely to reverse itself. We already have the capacity to in-
stall a productive system based primarily on machine power and machine
skills. The coming replacement of man by the machine will destroy many
more existing jobs and render useless the work contributions of vast num-
bers now employed. When that time comes, and it is coming rapidly, ob-
taining employment in one of the new fields will depend largely upon the
level of adaptive skill and the quality of education of the applicant. Unem-
ployment rates compiled in 1959 for those with seven years of schocling or
less, reached 10 percent, compared with just over 3 percent for those with
13 to 15 years of schooling, and just over 1 percent for those with 16 years
of schooling or more. A willingness to learn, and continued practice in
learning, will stand in good stead those who would be employed in such a
marketplace.

But motivation for learning is not, of itself, enough. In any given field,
or group of related fields, available and necessary knowledge has already
outstripped any single individual’s capacity to master content. Only the
student who by practice. by utilization of techniques of selection, discrim-
ination, and evaluation has honed techniques which will allow him to sort
out the worthwhile from the worthless and the significant from the 1nsig-
nificant can escape being inundated in a sea of paper. Those who would
succeed tomorrow, must learn not only how to acquire, but how to man-
age knowledge.

And this is the third of the tools with which educators should consider
themselves obligated to equip tomorrow'sstudents —the techniquesof man-
aging knowledge. Successful functioning on an intellectual level consists
not in having a headful of facts, but in problem-solving, in knowing how
to conceptualize problems, and how to pursue the information which will
provide solutions. The intellectual ieaders today are those who have mas-
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tered the tecnniques of conceptual analysis and synthesis. And, increasing-
ly, those who would succeed must gain competence in these skills—in the
identification and analysis of principles and in their subsequent reassem-
bling around new data to produce newer or morc advanced concepts. These
are the skills necessary to the successful functioning of today’s intellectual
elite. Tomorrow, in a highly technical society, they may be necessary for
most of us, not only to enable us to do productive work, but also to provide
us with armor against the ravages of idle leisure.

For leisure may well be the most important industrial by-product of our
coming generation. As an outgrowth of a computerized age in which 2 per-
cent of the population will be able to produce all the goods and food that
the other 98 percent can possibly consume, leisure will replace work as
man’s most time consuming activity. At a meeting in 1964 of leading po-
litical and social scientists, the president of the American Academy of Po-
litical and Social Science recommended such revolutionary measures as the
establishment of departments of leisure in the 50 states, and the compul-
sory teaching of leisure skills in the public schools. He was immediately
challenged from the floor as being hopelessiy conservative in his approach.
An economist at the meeting claimed that we face such an explosive in-
crease in leisure that within a mere 10 years we may have to keep the un-
employed portion of our population under sedation unless we can quickly
figure out something better for them to do. Unemployment will be con-
centrated among the older workers and the youngsters entering the labor
force and, according to Theobald (1963), “‘no conceivable rate of cconomic
growth will avoid this result.” Of the 26 million people who will enter the
job market during this decade, 9.8 million will have less than a complete
high school education. Many, i not all of these people, will face a lifetime
without market-supported work.

How these pcople are to be kept solvent is a problem which we educators
are not immediately asked to deal with. How they are to occupy them-
selves is at the heart of our concern. Even now America is a land of golfers,
travelers, bowlers, amatcur painters. After finding free time for all the mar-
ginal chores of living —mowing the lawn, taking a fishing trip, driving the
kids to the library —what will a man do to fill his extra leisure hours?
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Americans are ill-equipped to absorb leisure in any but the smallest doses.
Our cducation, our informal training, our mores, our Horatio Alger kind
of tradition, our puritanical mythology honoring the no-play-hard-work-
equals-success tradition, have made us a people who feel guilty about
“wasting ime.”

It must, then, become the fourth goal of our new educational system to
teach our students just how creative and how elevating the wise use of
leisure can be. Such a change may well be among the most difhcult asked
of us. Qur public school system has always been a training ground for its
students to ‘‘get ahcad.” It has consistently expounded the principle that
only hard work and study will prevent failure after graduation. But it has
rarely equated hard work with nleasure or sel(-satisfaction. It has more en-
thusiastically taught Fnglish as the language of business letters than as the
language of Shakespeare, Thoreau, and DuBois. Our schools will have to
start teaching a drastically new philosophy, one appropriate to our new age
of abundance. The new educational standards will have to reflect, as wetl as
encourage, a basic alteration in our cultural standards. The pursuit of
pleasure will have to be accepted as a virtue. But at the same time, pleasure
will have to cease being equated with nondoing and idleness and come to
be associated with self-management, with self-imposed and self-chosen ac-
tivity. To a people freed from the need to work we shall have to teach the
skills of leisure as if our lives depended on it —and indeed they may.

For now, in the latter half of the twentieth century, we have reached a
point where the abundance of knowledge and technology available to this
country would allow us to create a society based on humanist rather than
survival values. In earlier gencrations, when the hard realitics of life scemed
on every hand to run counter to copybook maxims about justice, equality,
and hurnanity, the school necessarily based its teaching of these values on
exhortation and fabricated example. Now, the school could well take as its
fifth goal the education of citizens whose competencies in self-management
and humar relations render them capable of an appropriate creative re-
sponsc to the fact that we now possess the material potential to create a so-
ciety truly respectful of human rights, a society where respect for one’s
fellow man no longer conflicts with his nced to provide for his family and
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himself. The challenge of the new condition is to match the formal learning
experience to this new reality and to meet the new opportunity of a freer
social system with a new approach to cducational methods and to a new
organization of society. The great danger is to pretend that there has been
no fundamental change and to go on using methods that were not com-
pletely useful even in the old days, thus missing an opportunity to advance
learning and behavior when such an advance is not only possible but des-
perately nceded. The failure of man te create a humane social order under
the new conditions will carry with it the threat of society’s suicide, because
the same conditions of scientific advance and material plenty that make it
possible for man to now be truly human, also make it possible for him to be
definitively and conclusively antihuman.




Appendix A

Colleges and universities reported to be conducting compensatory

programs and practices, by regions and siates

Note: Astensks ‘esignate institutions with programs here adjudged to be substantial.

(Sce page 134. See also footnote 3 on page 123.)

New England
Connecticut:

Central Connecticut State
College

Post Junior College

Yale University*

Maine:

Aroostock State Teachers
College

Bowdoin College*

Nasson College

St. Francis College

Massachusetts:

Ambherst College

Anna Mana College

Brandeis University

College of the Holy Cross

Gordon College

Mount Holvoke College*

Northeastern University*

Quecen of the Apostles
College

Radcliffe College

Springficld College

Williams College”

Worcester Junior College

New Hampshire:

Dartmouth College*
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Rhode Island:

Brown Umversitv*
Roger Williams Junior
College

Vermont:

St. Michacel’s College

Middle Atlantic

Nev: Jersey:

Bioomfield College

Newark State College

Princeton University*

Rutgers—The State
University*

New York:

Barnard College
ronx Community College®
Brooklyn College of The
City University of New
York*
Broome Technicul
Community College
Catherine McAuley College
City College of The City
Pniversity of New York*
Co:umbia College,
Columbia University*
Columbia University,
School of General Studies*
Cornell Universitv*

Epiphany Apostolic College

Hofstra University

Manhattan Schoel of Music

Manhattanville College of
the Sacred Heart

Mazer Det College

New York University*

Polvtechnic Institute of
Brooklvn

Qucensboro Community
College

Rockland Community
College

Staten Island Community
College

Uaion College

Wesichester Community
College

Pennsylvania:

Albright College

Carncgic Institute of
Technology*

College Misericordia

Drexel Institute of
Technology

Franklin and Marshall
College*

Gannon College*

Hahnemann Medical College

Harcum Jumor College

Immaculata College

Indiana University of
Pennsylvania
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Lincoln University
Moravian College

Pomt Park Junior College*
Saint Franas College
Swarthmore College
University of Pittsburgh
West Chester State College

East North Central
lilinois:

Central vaca Junior
College

College of Jewish Studics

Concordia Teachers College

Kendall College*

Rockiord College

Southern Hlinois University*

Thornton Junior College

University of Chicago*

Western 1Hlinots University

Wilson Junior College*

Indiana:

Anderson College
Ball State University
Indiana University
Purduc Un*versity

Michigan:

Andrews University

Community College and
Technical Institute (now
Lake Michigan)

Lansing Community
College

Lawrence Institute of
Technology

Madonna College

Michigan State University *

Northwestern Michigan
College

Sicna Heights College
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South Macomb County

Community College
Spring Arbor College
University of Detroit*
University of Michigan
Wavne State University
Ohio:

Borromco Seminary of Ohio
Central State College

John Carroll University
Mary Mansc College

Ohio State University

Rio Grandc College*
University of Toledo*

Wisconsin:

Marinctte County Teachers
College

West North Central
lowa:

Corncll College

Grinncll College

Luther College*

Marshalltown Community
College

Morningside College

Kansas:

Baker University

Mount St. Scholastica
College

St. Mary of the Plains
Collcge

University of Wichita (now
Wichita State University)

Minnesota:

Hibbing Junior College
Moorhead State College
Rochester Junior College

University of Minnesota-
Juluth

University of Minnesota-
Minncapoiis?

Missour:

Avila College

Calvary Bible College

Cardinal Glenron College

Evangel Colicge

Northwest Missouri State
College

Southwest Missouri State
Coilege

Tarkio College

Westminster College

North Dakota:

North Dakota State
University

University of North Dakota

South Dakota:

University of South Dakota

South Atlantic

Delaware:
Wesley College
District of Columbia:

District of Columbia

Teachers College
Georgetown University*
Immaculata Junior College
Florida:

Daytona Beach Junior
College

Hampton Junior College

Junior College of Broward
County

Pensacola Junior College
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Georgia:

Andrew College

Brenau College
Columbus College

Fort Valiey State College
Oglethorpe College

Maryiand:

Anne Arundel Community
College

Essex Community College

Morgan State College*

North Carolina:

Agricultural and Tecknical
College of North
Carolina

Duke University*

Guilford College

North Carolina College*

North Carolina State
University at Raleigh*

Sacred Ileart Junior Colicge

University of North
Carolina at Chapel Hill

Virginia:

Clinch Valley College of
The University of Virginia

West Virginia:

Mornis Harvey College

West Virginia State College
West Virginia University

East South Central
Alabama:

Miles College*
Talladega College
Tuskegee Institute*

Kentucky:

Jellarmine College
Campbelisville College
Centre College of Kentucky
Missiséippi:

Jackson State College*

Mussissippr State University

Southeastern Bapuist
College

William Carey College

Wood Junior College

Tennessee:

East Tennessce State
University

Knoxville College*

Le Moyne College

Tennessee Agricultural and
Industrial State
University

University of Tennessce

West South Central

Arkansas:

Agricuitural, Mechanical
and Normal College
Henderson State Teachers

College
Little Rock University
Southern State College

Louisiana:

Southern University
Tulane University
Oklahoma:

Connois State College
Sayre Junior College

Texas:

Bavlor University

Odessa College

Paris Junior College

Ranger Junior College

Southwestern Assemblics of
God College

Texas Southern University

Texas Western College

Mountaimn
Arizona:

Eastern Arizona Junior
College

Grand Canyon College

Cniversity of Arizona*

Colorado:

Adams State College*
Fort Lewis College

Idaho:

College of Idaho
University of Idaho

Montana:

Dawson County Jumior
College

Western Montana College
of Education

New Mexico:

Eastern New Mexico
Cniversity*

Pacific
Alaska:

University of Alaska




California:

American River Junior
College

Cerritos College

Contra Costa College*

Foothill College

Glendale College

Grossmont College

Long Beach City College

Long Beach State Cnllege

Los Angeles City College

Oakland City College

San Jose City College
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Stanford University

Stanislaus State College

University of Califorpia-
Berkeley*

University of Santa Clara

University of the Pacific

Ventura College

Whittier College

Yuba College

Hawaii:

Maunaolu College
University of Hawaii

Cregon:

Mount Angel Colicge
Southern Oregon College
University of Orcgon
Washington:

Columbia Basin Colleze
Olympic College

St. Martin’s College
Wenatchee Valley College
Whitman College
Whitworth College
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Directory of Compensatory Practices

The directory which follows consists of an extensive sample of programs
and practices that illustrate developments in compensatory education in
the United States. The selection of particular programs or practices has in
some instances been determined by the desire to illustrate a wide variety
of practices and in other instances to reflect geographic distribution. The
directory does not pretend to be a complete representation of programs
and practices; however, programs that provide innovative and possibly
fruitful approaches to educating the disadvantaged are included.

A number of preschool and tutoring programs have been omitted, es-
pecially those organized on a volunteer basis. Not only are volunteer pro-
grams numerous, but they are often similar in organization, approach, and
services offered. Also omitted are a number of programs, usually unmiver-
sity-based, devoted entirely to research. Because the directory focuses upon
compensatory education programs operating in the public schools, the
reader is referred to Chapter 6 for descriptions of programs operating in
colleges and universities. The data for the directory were collected largely
before the varied innovations stemming from Project Head Start programs
could be adequately represented.

It is not surprising that any listing of this nature should be outdated be-
fore publication. Developments in this field have been rapid and new or-
ganizational formsare constantly emerging. It is hoped, however, that even
though a few programs or practices mentioned may have been recently in-
cluded under a new organizational structure or title, the ideas represented
will be of service to the reader, and the contact person available for further
details.

We wish to thank the many busy school administrators and project di-
rectors who managed to respond to requests for information.
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Arizona
Phoenix:

Carcers for Youth is a private upil motiva-
uion program designed to help disadvantaged
children ruise their self-concepts and so mo
tvate them to develop maximally their capa-
oilities.

Date begun: Januarv 1. 1960

Target population: Eight hundred disadvan-
taged pupils, 4oo in two high schools and 400
in 11 clementary schools in inner-city arcas.
organized into ‘‘carcer clubs.” Populaton
roughly onc-third cach Negro, Mexican-
Amcrican, and Anglo. selected on basis of
principal and teacher jadgments that chil-
dren would profit from opportunity.

Per pupil costs: S75

Sponsoring group: Private solicitations and
Choate Foundation (Ford Foundation grant
ending 1965 for rescarchy.

Staff: School personncl, nonschool personnel,
administrator, professional counsclor, school
coordinator.

Services: Carcer Clubs orgamzed commenc-
ing at scventh grade and conunuing through
grade 12 with hi_h school clubs orgamized in
four vocational interest arcas: extensive con-
tact with successful people from world of
work through visiting spcakers and ficld trips
to places of work: enrichment program in-
cludes field trips to concerts. art gallenes,
muscums, theaters. and so forth: motivaton
trips to jumor colleges and universities, gov-
crnment offices: parucipation in recreational
actvities. sports events, picaics, scenic out-
ings. and so forth: in-aity dav camp summer
program and integrated sleep-away camp;
cducational, vocational, and personal coun-
scling:scholarship aid to purchase high school
textbooks or for post-high school education.
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Contact person:

John McBride, Exccutive Director
Carcers for Youth

P. O. Box 2326, Phocnix. Anizona

Evaluation: Two year Ford Foundation-fi-
nanced rescarch study entitled Phoenix Pupil
Motivation  Project, conciuded  September
1965. Report completed January 1966.

Tucson:

1. The Safford Exploratory Program is a jun-
1or high school project aimed at promoting
the sclf-awarencss and sclf-respect of minor-
ity group students through helping them to
take pride in their dual hentage and by ex-
tending their 1in-school and out-of-school ¢x-
perience to extend their concept of com-
munity and their place in it

Datc begun: September 1962

Target population: Five hundred pupils in
grades 7 and 8 of onc junior high school serv-
ing a low sociocconomic status area of Mex-
ican-American and Ngro familics.

Per pupil costs: $875
Sponsoring group: Local school district.

Staff: Eight classroom teachers (working in
two teams), full-ime caseworker, secretary.

Services: Team approach at grade level, one
team to cach grade with four-hour block of
time devoted to group work permitung flex-
ibility of scheduling large and small group
instruction and field trips: extensive use of
speakers, demonstrations. field trips, filnis.
and so forth: speaially devised instructional
matcnals and curnculum: parent mvolve-
ment through heme visits.

Contact person:

Thomas .. Lee, Deputy Supenintendent
Board of Education

1010 East 1oth Street, Tucson. Anzona

2. .\ Junior High School Pilot Program in
Teaching IEnglish asa Sccond Language is de-
signed to provide remedial English instruc-
tion, bascd on linguistic theory and method-
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ology as well as on theorics involving the cul-
turally disadvantaged, to a group of children
from Spanish-spcaking homes.

Datc begun: September 1963 (pilot group
1962-64)

Target population: Currently, 100 children
in grades 7 and 8 in a junior mgh school serv-
ing a relatively low sociocconomic status
largely Mexican-American population. Pu-
pils chosen on basis of teacher evaluation that
they have greater capacity than test results
indicatc.

Per pupil costs: SSi0
Sponsoring group: l.ocal school district.

Staff: Four classroom tcachers with part-
tume consultative help.

Services: Special academic program with ex-
tra period of language arts: usc of special
cquipment such as tape recorders. special ap-
proaches such as lingusstic analysis, and spe-
cally developed teaching materials.

Contact person:
Thomas L. I.cc, Deputy Superintendent
Board of Education

Evaluation: Pilot study (1962-64) evaluated.

California
Berkeley:

1. The Berkeley City Unified Scheol District
Pilot Project in Compensatory Education is
designed to reach children at the carliest pos-
sible age in school and so cnrich their experi-
ences as 20 prepare them for success in the
first grade.

Date begun: February 1964

Target population: Five hundred and scv-
entyv-one children in kindergarten classes of
five schools. Negro, Caucasian, and Oncental
lower sociocconomic status pupils who re-
main in cnnched program through first

grade.
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Per pupil costs: S65

Sponsoring group: State of California through
MecAteer Act and local school district.

Staff: Twelve regular kindergarten teachers,
four additional resource kindergarten teach-
ers.

Services: Reduced pupil-teacher ratio to al-
low for small group work: ficld trips and
other cultural enrichment activities: parent
conferences and workshops. and additional
parental involvement through ficld trips and
helping the teacher.

Contact person:

Neil V. Sulbivan, Superintendent
Berkelev Unified School District

1414 Walnut Street, Berkelev, California

2. School Resource Volunteers, Inc., is a pro-
gram designed to make use of the communi-
tv's human resources to enrich the educa-
tional piogram, supplement the work of the
classroom teacher. and improve school-com-
munity relations. All volunteers work under
professional supervision.

Date begun: 1960

Target population: Volunteers arc supplied
on the basis of tcacher requests (in classrooms
throughout the school districts). The major-
itv of volunteers fill requests in schools with
a high proportion of Negro students.

Per pupil costs: Not determined
Sponsoring group: School distnict.

Stafl: Some 5350 volunteers, adnumstrative
personnel.

Services: Vanety of services as nceded by
teachers, including general classroom assist-
ance, individual and group work with chil-
dren: after school assistance 1n study centers
and clubs; voluntcers also serve as guest
speakers, entertainers, or both.

Contact person:
Mrs. Violet Smith
1222 University Avenuce, Berkeley, California
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Evaluation: Informal—tcacher requests for
volunteers exceed supply.

Bishop:

The Bishop Union Elementary School Dis-
trict ~"Study of the Socio-Economic and An-
thropologic Impact of the Puite Indian Cul-
ture on the Educational Development of the
Children™ was dosigned to evaluate the effect
of the Indian culture on the learning of their
children and by a variety of activities to cor-
rect the eaisting imbalance betw cen thar po-
tential and actual achievement.

Date begun: September 1963

Target population: Two hundred Indian
children from preschool through cighth
grade in three schools.

Per pupil costs: S257

Sponsoring group: State of California through
McAteer Act and local school district.

Staff: Seven classroom teachers. guidance
counselot, psvchologist, physician, and nurse.

Services: Daily preschool classes for four-
vear-olds; individual and small group reme-
dial work for primary, middle, and upper-
grade pupils below grade level in achieve-
ment; field trips: individual counseling for
seventh- and cighth-graders: monthly parent
meetings for all grade levels: organization of
community advisory committee.

Contact person:
Sidney L. Gardner, District Superintendent
201 Home Strect, Bishop, California

Evaluation: Final report Junc 1965.
Centinela Valley:

The Pilot Project in Compensatory Educa-
tion is cssentially a teacher-counsclor tcam
guidance project designed to increase the
self-understanding of and thereby promote

improvement in attitude and achievement of
a group of sccondary school students.

Date begun: September 1963

t
o
to

Target population: Orniginally, 15 lower so-
ciocconomic status pupils (30 pupils, 1964~
65) 1n the tenth grade of one high school.

Per pupil costs: S482

Sponsonng group: State of California through
McAteer Act and local school district.

Staff:  Guidance counsclor-psvchometrist,
curniculum coordinator. psvchiatrist, nurse.

Services: Core curriculum in £nglish and so-
cal studies in special class: extensive individ-
ual attention; case studies of cach student
prepared: inservice training  sessions  for
teachers and counselors: group counscling
and individual counscling and guidance.

Contact person:

Laban C. Strite, Project Director
Lennox High School

11033 South Buford

Lennox, California

Evaluation: Completed Junc 1965.
Central Union (scc Kings County)
Chualar (sec Monterey County)
Coachella Valley (scc Riverside County)
Colusa:

Compensatory Educat:on Program is a pilot
project designed to alter the school achieve-
ment of disadvantaged children through al-
tering attitudes among themsclves. their var-
ents, and the community.

Date begun: Scptember 1963

Target population: Forty-two fourth- and
fifth-grade pupils in onc rural clementary
school, largely lower sociocconemic status
and 65 percent Mexican-American.

Per pupil costs: Not available

Sponsoring - group: Local school district,
County Health Department.

Staff: Guidance counsclor, curniculum co-
ordmator, psvchologist. psychiatrist, nurse,
social worker.
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Services: Field trips; special reading pro-
gram; after school activitics; Enghish instruc-
tion for non-Enghsh-speaking parents, home
visits and parent and teacher conferences:
social worker and nurse involved in cevaluat-
ing home situation and consulting in school.

Contact nerson:

Carol Stnfler, Coordinator
Route 1, Box 1890
Colusa, California

Contra Costa County:

The Rodeo-McAtceer Pilot Program secks to
examine the feelings, attitudes, and behavior
of the ‘“‘educationally-socially discouraged
child” and to adapt teaching methods and
curriculum materials in order to improve the
student’s achicvement as well as to increase
the student’s fecling of self-worth through
guidance and counscling.

Date begun: September 1963

Target population: Eighteen seventh-graders
who have had difficulty in school learning
and 18 first-graders identified in kindergarten
as not being “‘ready’” for the usual first grade
program.

Per pupil costs: 5680 (not includiag testing
and observation)

Sponsoring group: Statcof California through
McAteer Act, County Department of Edu-
catios, and local school district.

Staff: Four classroom teachers, curriculum
and guidance consultants, hbranan, shop
teacher.

Services: Special guidance help: <pecial cur-
riculum help, modified academic prograin
with extensive study trps, team teaching,
shop-crafts program for older children; co-
operative teacher cffort in program d-velop-
ment; special testing for experimen-al group;
parental contacts and investigation of faimily
status; modification of kindergarten program
on basis of nceds ebserved in first-grade
group; project based on extensive past pro-
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gram of studics. surveys, and experimental
activitics.

Contact person:

Maryv Ellen Maton, Guidance Consuitant
Department of Education

Contra Costa County

75 Santa Barbara Road

Pleasant Hill, California 94523

Corcoran (scc Kings County)
Fresno:

The Compensatory Education Program for
Fresno was a multiphase program for stu-
dents from preschool to high school which
utilized a considerable amount of intraproj-
cct mutual help.

Date begun: October 1963

Target population: About 2,015 predom-
S I T 51
mantly Negro pupils in the Fresno schools
including 50 preschoolers in two classes. 1,630
pupils in grades K-6 in six clementary
schools, and 375 ;?upils grades 7-12 in one
junior and one senior high school 1n a center
city arca.

Sponsoring group-  State of California
througa McAteer Act and local school dis-
trict.

Staff: Coordinator, gwdance counsclor,
teacher education specialists, student teach-
ers, preschool nursery teachers, psychologist,
home visitor. nurse, college studentsand other
volunteers, recading adjustment teacher.

Services: Preschool program for three- and
four-vear-olds. including dailv health mspec-
tion. with parent paiticipation one morning
and onc evening per week; two preschools on
juntor high campuses with underachieving
junior high schoolers sclected as storvtellers,
and so forth; ficld trips for junior high school-
ers participating in preschool program: spe-
cial reading program for underachicving
sccond- and third-graders, and extended day
language arts program for second-graders at
onc clementary school; fifth- and sixth-
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graders used as tutors; after-school study
centers staffed with teachers and sociology
students from local college; drama students
act plays in study centers; high school study
centers include *‘jazz” room for music ap-
preciation. typing room, and so forth; ex-
tensive program of fieid trips, including ficld
trips o library for clementary pupils having
good attendancce; split session in clementary
schools to permit smaller reading groups;
nongraded English program in high school
with language laboratory facilities, high
school linguistics course, and course in Negro
literature; extensive involvement of local
state college students and local citizens in
study trips, dinners out, **Big Brother™ pro-
gram, and so forth; cvening counscling for
parents; home visits; concentrated program
of inscrvice teacher training.

Contact person:
Arthur Carlson, Director of Program
305 East Belgravia, Fresno, California

Evaluation: Final report completed and
available: Pilot Project in Compensatory Edu-
cation. Fresno City School District, June 4,
1905.

Hanford (scc Kings County)

Indio (scc Riverside County)

Kings County:

The Kings County Supplementary Experi-
ence Program 1s a wide-ranging compensa-
tory project designed to develop a better
understanding of the problems of disadvan-
taged students among the faculty and the
community, to develop appropriate learning
experiences for these students and improve
student self-concept, and to involve student
teachers and so develop future resources for
dealing with these students. (This project in-
cludes: Central Union Elementary School
District, Corcoran Unified School District,
Hanford Elementary School District, Le-
moorc Union Elementary School District,
Stratford Unmion Elementary  School Dis-
trict.)

Date begun: September 1963

Target population: T'wo hundred and sev-
enty pupils in nine clemeatary schools, 220
1 grades K-3, 16 in grade 4, and 34 in grade
7, all from indigent or lower sociocconomic
status familics, 60 percent of whom are Mex-
ican-American, 20 percent Negro.

Per pupil costs: $y4

Sponsorir.g group: State of California through
McAteer Act and local school district.

Staff: Fifteen classroom teachers, guidance
counsclor, curriculum coordinator, princi-
pals, college sociologist, college education
teacher, attendance officer.

Services: Weekly teacher inservice training;
usc of student teachers from local state col-
lege to supplement classroom teacher and so
provide for individual and small-group learn-
ing cxperiences which encourage language
development; use of social welfare studentsto
make home visits and develop pioject-stu-
dent social histories; after-school enrichment
activities; provision of special experiences,
ficld trips, discussions, special language arts
activitics for project children.

Contact person:

Robert Bair

Kings County Court Housc
Hanford, California

N.B. Program expanded into nie school dis-
wncts duning 1966 with the aid of federal
Elementary and Sccondary Education Act

funds.

Lemoore (scc Kings County)
Lennox (scc Centincla Valley)
Los Angeles:

1. The Supplementary Teaching Program is
a seven-part project covenng grades K-i2
with a vanecty of actunities designed to im-
prove the attitudes toward and the perform-
ance 121 school of sclected children having
difficulues in their acadenuc work, as well as
to involve parents in the school goals.

o
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Date begun: September 1963

Target population: Eight hundred and forty-
three children in grades K-6, go7 children in
grades 7-9, and 814 pupils grades 10-12 1n 28
schools, 21d 298 adults.

Per pupil costs: $23

Sponsoring group: State of California through
McAtcer Act and local school district.

Staff: Classroom teachers, reading coordina-
tors and consultants, student teacher-aides,
counsclors, school-community workers.

Services: In six clementary schools zo hours
per week supplementary teaching time after
regular school day for remedial reading, arith-
mctic improvement, added usc of library, in-
dividual tutoring, and supervision of home-
work; usc of student aides to assist teachers;
coordinated parent education project to en-
list parent cooperation in promoting school
goals. On sccondary level, inscrvice teacher
training; in five schools, reading rooms pro-
viding basic reading course for most disad-
vantaged readers, and reading improvement
classes for pupilsat least onc-and-a-half grades
below placement in reading; after-school li-
brary withi studv ass: tance; evening parental
counscling; Child Observation Project in-
volving parents and children in one 3-hour
class per week of parent observation and dis-
cussion of nursery program for preschoolers;
school-community workers to provide new-
student orientation and to make contact
with families new to arca.

Contact person:

Cceorge McMullen, Director

Los Angeles Unified School District
McAteer Project

Los Angcles City Board of Education

450 North Grand Avenue

Los Angeles, California

Evaluation: Completed and available (1964~
03).

2. The Saturday School provides a variety of
supplementary educational, recicational, and

203

enrichment activities for chuldren in disad-
vantaged neighborhoods.

Date begun: September 1964

Target population: Twelve hundred pupils
in 21 schools for classroom insiruction; 4,500
other pupils using recreational and library
faciliues.

Per pupil costs: Not determined

Sponsoring group: United States Ofhice of
Economic Opportunity and local school dis-
trict.

Staff: Eighty-four teachers, plavground di-
rectors, other school staff.

Services: Concentrated instruction in read-
ing, arithmetic, language arts, use of library,
and homework concepts; special activity pro-
grams; plavground and library acuiviues; bus
trips to cultural cvents; playgrounds and hi-
braries open to children not in academic pro-
gram.

Contact person:

Harry Handler, Director

Rescarch and Development

Los Angeles City Board of Education

3. The Student Achicvement Center Pro-
gram offers concentrated remedial work in
various academic arcas in order to help dis-
advantaged secondary school pupils achicve
academic success, as well as attempting to 1n-
volve the parents in school goals.

Date begun: September 1964

Target population: One thousand disadvan-
taged pupils at four junior and three senior
high schools.

Per pupil costs: Not determined

Sponsoring group: United States Office of
Economic Opportunity and local school dis-
trict.

Staff: Four teachers, counselor, school-com-
munity coordinator at cach of seven centers.

Services: Speaial rooms with specialized re-
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sources for remedial work in communica-
tions skills, social studies, and mathematics
for pupils at cach of six secondary school
grade-levels; counselor to work with able as
well as disadvantaged pupils; school-com
munity coordinator to provide liaison be-
tween school, parents, and community.

Contact pzrson:

Harry Handler, Director

Research and Development

Los Angeles City Board of Education

4. In addiuon to the programs described
above, a number of other programs and prac-
tices have been developed in tie school sys-
tem to benefit disadvantaged pupils. Among
them are:

Assignment of additional teachers to areas
serving large numbers of disadvantaged pu-
pils in order to reduce class size, or provide
special remedial services. These include spe-
cial programs for non-English-speaking and
foreign students whosc ability to read, write,
and speak English is inadequate for their par-
ticipation in the regular school program.

Divided Primary Day provides for staggered
school opening and closing in order to reduce
the number of pupils in reading classes at one
time, and thereby allow for more intensified
reading instruction.

The Back-to-School Project, an extension of
the nationwide dropout program of the sum-
mer of 1963, now operates in two schools,
offering extensive individual counseling and
an individually designed progran of academ-
ic and vocationa! tramning.

Contact person:

Harry Handler, Director

Rescearch and Development

Los Angeles City Board of Education

5. Among the practices developed by volun-
tary and community personnel are:

An estimated 100 tutoring projects of various
tvpesoperate within the geographical bound-
aries of the Los Angeles City School District.
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One major program, the Student Tutorial
Educatuon Project (ster), functions with
summer school programs. Others at the pri-
mary or secondary level are largely run by
various community organizations who re-
cruit tutors from local high schools and col-
leges, and provide funds, if any, for paying
them.

6. Among the practices developed 1n cooper-
ation with the Youth Opportunities Board
of Greater Los Angeles are:

A preschool programn in 10 centers wlich has
been in operation since September 1964,
serving 200 three- and four-vear-olds in
classes of 25. One center, located in a Mexi-
can-American neighborhood, teaches Eng-
lish as a second language.

A counseling team approach is used in a “‘re-
ception rcom” program to determine proper
classroom placement of children new to a
school about whom there are insufficient
dara.

A group counscling program in five junior
and five senior high schools in poverty areas
involves intensive group and individual
coun-=hing for pupils identified as potential
dropouts. A related summer program in-
cludes enrollment in a summer class of choice
or need.

Summer study centers at 24 schools include
such activitics as a reading clinic, language
chinic, library, art, and instrumental music
workshops, and so forth, for elementary pu-
pils; while at the secondary level, Summer
Opportunity Centers at 10 poverty area
schools provide enrichment programs includ-
ing field trips in such areas as social science,
agniculture, industnal arts, mathemaucs, and
so forth.

Extended day programs simmlar to those un-
der the McAteer program (q.v.) operate in
o elementary schools and serve about 8,000
children.

Job readiness programs involving counscling,
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testing, and vocational training for jobless
out-of-school youth include one center pro-
viding free evening art classes for dropouts.

Contact person:

Joseph P. Maldonado, Director

Youth Opportunity Board of
Greater Los Angeles

220 North Broadway

Los Angeles, California

Los Nietos:

Experimental Program for Culturally Disad-
vantaged Children in the Los Nietos School
District is an carly intervention program de-
signed to help prepare Spanish-speaking
children for success in school.

Date begun: June 1963

Target population: Thirty lower socioeco-
nomic status Mexican-American children
initially picked up in prekindergarten sum-
mer school.

Per pupil costs: $59

Sponsoring group: State of California through
McAteer Act and local school district.

Staff: Two classroom teachers, guidance
counsclor, curriculum coordmator, psychol-
ogist, nursc.

Services: Prekindergarten summer school
with bilingual teacher; many home visits and
parental involvement 1 school, including
classroom observation; substitute teacher to
release teacher for work with parents; visit-
ing community workers; field trips; chil-
dren’s books in English and Spanish for par-
ents to read.

Contact person:
Martha S. Hittinger, Director of Curriculum
Box 2006, Los Niectos, California

Merced:

Teaching Spamish te Mexican-American Stu-
dents is a program designed to stress the cul-
tural and academic advantages of bilingual-
1sm for the Mexican-Amenican pupil in terms
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of his future academic and vocational achieve-
ment, and to help Spanish-speaking pupils to
learn correct Spanish.

Date begun: 1963 (preceded by a pilot,
September 1962-63)

Target population: One hundred and cighty
seventh- and eighth-grade lower socioeco-
nomic status Mexican-American pupils.

Per pupil costs: 855

Sponsoring group: State of California through
McAtcer Act and local school district.

Stafl: Two classroom teachers, special lan-
guage teacher, core teacher, curriculum co-
ordinator, guidance counselor, principal.

Services: Daily Spanish classes with Spanish-
speaking pupils grouped according to ability
to read, write, and speak Spanish; study of
Hispanic culture reinforced by program with
school in Mercedes, Uruguay; use of audio-
visual maierials; Spanish clubs; parental in-
volvement; guidance and counseling includ-
ing information on bilingual job opportuni-
ties.

Contact person:

William C. DeSimone, Principal
Tanava School

2821 Tahoe Dnive, Merced, California

Evaiu. .. -~ Students tested before and after
a vear of study. Program description includ-
ing specal testing materials available for $1
from Mr. DeSimone.

Monterey County:

The Compensatory Education Program in
the Chualar Union Elementary School Dis-
trict is designed 10 enrich the experience of
Spamsh-speaking children 1n order to im-
prove their language skills, to involve their
parents and the commumty in the school
program, and to instill 1 parents and chil-
dren pride in their cultural heritage.

Date begun: October 1963 (ended June 1965)

Target population: Fifty-six scventh- and
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cighth-grade Mexican-American andFilipino
students in one clementary school.

Per pupil costs: $36

Sponsoring group: State of California
through McAteer Act and local school dis-
trict.

Staff: Classroom teachers, language arts
teacher, special teacher familiar with Mexi-
can customs,

Services:  Language-arts teacher provides
individual remedial work and Spanish teach-
ing; ficld trips; Spanish-English newsletter
to go to the home; community music pro-
grams; adult educaton classes in Spamish and
English; establishment of library 1n Chualar
fire house—first in community.

Contact person:

Mrs. Esther M. Bird, Project Director
Compensatory Education Project

Box 188, Chualar, California

Oakland:

1. The Interagency School Project, Oakland
Public Schools, is a broad-scale program de-
signed to prevent future learning disabilities
among primary children and to provide en-
richment and counseling services to over-
come existing learning disabiities at the
higher grade ievels.

Date begun: March 1962

Target population: Approximately 120 pre-
schoolers, 1,800 pupils in two clementary
schools, goo pupils in one junior high school,
3,900 pupils 1n two senior lugh schools. All
schools drawing from a lower socioeconomic
status population, 8o percent plus Negro.
(Twels ¢ additional elementary schools, three
juntor highs, and three high schools have
after-school study programs carolling 2,000
pupils and 250 paid school-age tutors.)

Per pupsl costs: Not available

Sponsoring group: FFord Foundation, local
school district.
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Staff: Sixteen classroom teachers, guidance
counsclors, attendance supervisors, reading
specialists, psychologist, libranans, clemen-
tary and secondary counsclors, rescarch as-
sistant, curriculum development specialists.

Services: At preschool level, enrichment and
language and cognitive development; parent
aides involved in daily activities and 1n par-
ent education classes. At primary level, lan-
guage development classes using new meth-
ods and materials; individual and group con-
ferences with pupils and parents; inservice
teacher education; increased hibrary services
including during summer. At junior high
school level, team approach with English
teachers and reading specialists concentrating
on language-arts skills; counscling and guid-
ance with parental involvement; after-school
study centersat all levels using volunteer and
paid tutors; field trips; sammer teacher work-
shops. At high school level, intensive coun-
seling and guidance services to the potential
dropout; extended vocational testing and
carcer guidance services, work experience
programs, and special combinations of em-
ployment and school attendance; adjustment
center for re-entry of dropouts. For teen-age
pregnant girls, 1nstructional, counseling,
guidance, medical, and recreational services
to enable students to continue their educa-
uon and ultimately return to school.

Contact person:

Andrew J. Viscovich, Director

Interagency School Project, School Programs
1025 Sccond Avenue

Oakland, California 94606

2. The Willow Manor Oral Language Project
1s a program which attempts both to broaden
the experienual background of disadvan-
taged children and to increase their oppor-
tunitics to use language within the school
day.

Date begun: July 1963 (preceded by a pilot,
September 1962-June 1963)

Target population: The entire school popu-




O

ERIC

Aruitoxt provided by Eic:

lation at Willow Manor School (350 chil-

dren).
Per pupil costs: Not determined
Sponsoring group: Local school district.

Stafl: Fourteen teachers, parent aides,
teacher assistant, principal, remedial reading
teacher, instructional clerk. guidance con-
sultant, nurse, librarian.

Services: Examination of all activities and
curriculum arcas for opportunities to in-
crease usc of language; teacher assistant to
develop materials, such as listening tapes, for
teacher use; parent aides in cach classroom
for two hoursa day toassist teacher in variety
of activitics; extensive use of audiovisual ma-
terials, dramatics, sterytelling, singing, and
materials which cnable children to hear
speech well used; trips into community and
visits with adults who have interesting occu-
pations.

Contact person:

Edward Cockrum, Assistant Superintendent
Oakland Public Schools

1025 Second Avenue

Oakland, California 94606

N.B. The Willow Manor program has served
as an cffective pilot leading to a Language
Development Project sponsored by the Oak-
land Public Schools and the United States
Office of Economic Opportunity for 1¢45-
66, during which services were expanded o
four additional Qakland schools. Among the
additional resources were four language spe-
cialists, 8o parent aides, a rescarch assistant,
data processing, and cquipment. Both the
Willow Maner and Language Development
Projects have recently become beueficiaries
of the Oakland’s ease Program of Compen-
satory Education, a program serving 11,000
children in 11 clementary schools.

3. The Remedial Reading Centers project is
designed to provide intensive remedial work
through the cstablishment of workshops and
to combat the characteristic slowing of the
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rate of achicvement in disadvantaged chil-
dren, thereby improving the general achieve-
ment, and extending the educational careers.

Date begun: 1964

Target population: About 8,700 lower socto-
cconomic status children 1 10 clementary
schools.

Per pupil costs: Not determined

Sponsoring group: Local school district and
federal government.

Staff: Ten remedial reading teachers, re-
search associate, and clerk.

Services: Entire faculty, assisted by the read-
ing speciahst, will identfy pupils with read-
ing difficulty. Reading specialist then under-
takes remedial activities, working with chil-
dren as individuals and 12 small groups.
Pupils are released from the remedial activi-
tics when they have developed strength
cnough to operate successfully in the regular
classroom situation.

Contact person:
Alden W. Badal, Assistant m Rescarch
Oakland Public Schools

4. Centers for Academically Talented Chil-
dren 1s a program designed to offer the kind
of program provided for gifted children 1o
culturally disadvantaged pupils whose 10
scores do not qualify them for admussion to
such classes, but whose potential 1s judged to
be high.

Date begun: 1964

Target population: Two classes of 25 students
entering sixth grade, 6o percent Negro, 10
percent Oriental, 5 percent Mexican, and 25
percent Caucasian, referred by teachers and
principals.

Per puni! costs: Not determined
Sponsoring group: Local school district.

Staff: Two teachers, principals of partici-
I I
pating schools, psychologists as nceded.
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Services: Class size limited to 25; instruc-
tional program includes regular sixth-grade
subjects plus opportunitics to pursue indi-
vidual projects; supplementary books and
materials; rewriting or revising of instruc-
tional materials.

Contact person:

Donald G. Anderson, Director of Elemen-
tary Education

Oakland Public Schools

5. The Ten Schools Project is a program
aimed at improving the academuc achieve-
ment, at raising the self-image of disadvan-
taged pupils, and at involving their parents
in the school program.

Date begun: 1963

Target population: Pupils at 10 clementary
schools enrolling large numbers of disadvan-
taged children.

Per pupil costs: Regular school budget
Sponsoring group: Local school district.
Staff: Classroom teachers, teachers’ aides.

Services: General emphasis on raising aca-
demic stand.rds for all grades; home visits
by room mothers and classroom teachers;
parent aid enlisted for library work, field
trips, nurses helpers, and so forth; teacher-
formed Uplift Committee concerned with
help with academic and personal habits.

Contact person:
Alden W. Badal, Assistant in Research
Oakland Public Schools

6. Other programs and practices have been
nstituted by the Oakland Public Schools
for the improvement of education for the
disadvantaged. Among them are:

Extensive inservice education to increase
staff understanding of the disadvantaged, in-
cluding 28 half-hour television showings for
course credit on teaching the culturally de-
prived.

A compensatory education program at Gold-

210

-n Gate Elementary School involves g4
pupils, grades 16, m a program of mten-
sive counsehing and remedial work in special
classes.

Contact person:
Alden Badal, Assistant in Research
Oakland Public Schools

Oasis (sce Riverside County)
Oxnard:

The McAteer Program is designed to help
overcome the cultural and language-related
handicaps of the Spanish-speaking children
of the community.

Date begun: September 1963

Target population: About 365 elementary,
180 junior high, and 65 senior high school
pupils, 75 percent of whom are Mexican-
American.

Per pupil costs: $36

Spons ring group: State of California through
McAteer Act and local school district.

Staff: Language resource teacher, teacher’s
aides, subject supervisors, guidance coun-
sclors, psychologists, attendance officers.

Services: Use of language experience ap-
proach to teaching of reading at first-grade
level; special English instruction and help in
other subject areas by language resource
teacher for non-English-speaking students;
teacher vide to help in preparation of instruc-
tional materials; work-study center with
special instructional matenals for all grades;
parent interviews.

Contact person:
Alvin E. Robinson, Assistant Superintendent
255 Palm Drive, Oxnard, California

Palo Alto:

1. Increasing the Receptivity of Culturally
Deprived Children to School Learnings
through Home-School Contacts is a program
devoted to improving home-school mterre-
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lationships in order to promote improved
school motivation and performance.

Date begun: November 1964

Target population: ‘Three hundred and
thirty-seven  lower sociocconomic  status
Negro pupils in grades 16 of one clementary
school.

Per pupil costs: $22

Sponsoring group: State of California through
McAteer Act and local school district.

Staff: Twenty-two classroom teachers, guid-
ance counsclor, curriculum coordinator,
soctal workers.

Services: Inservice teacher preparation for
home visits; released time for teachers to visit
homes, with follow-up consultation for cval-
uation.

Contact person:

Alfred J. Villa, Director, Pupil Personnel
Services

Ravenswood City School District

2160 Euchid Avenue, Palo Alto, California

Evaluation: Completed in July 1965.

2. An Automated Primary-Grade Reading
and Arichmetic Curticulum for Culturally
Deprived Children s designed to identify
through detailed analysis those areas in read-
ing and mathematics curriculums which
vresent particular difficulties for culturally
deprived cluldren, and, by eliminating them,
to prevent early failure.

Date begun: July 1964

Target population: One hundred and eighty
cluldren, grades preschool through 4, mainly
non-Caucasian, sclected from a disadvan-
taged population.

Per pupil costs: Not determined

Sponsoring group: United States Office of
Education.

St2fT: Two teachers, two specialized teactiers,
psy chologists, project directors.

Services: Summe, school project involving
computer-assisted nstruction and continu-
ous rewriting of curriculum as difficulties are
encountered by cluldren; use of audiovisual
techniques in computerized environment;
on-lime use of computer-controlled teaching
ternunals is one of essential characteristics of
project.

Contact person:

Patrick Suppes

Richard C. Atkinson, Co-Directors
Stanford University, Palo Alto, California

Pasadena:

1. The Compensatory Education program in
Pasadena 1s a broad-scale program aimed at
improving pupil self-image and achievement,
expanding pupil horizons, and involving
parents in the school-child goals.

Date begun: September 1963

Target population: Approximately 1,089 pu-
pils in grades K-6 at onc clementary school.

Per pupil costs: $43

Sponsoring group: Statc of California through
McAteer Act and local school district.

Staff: Classroom teachers, enrichment teach-
cr, orientation teacher, teacher-librarian,
community volunteers serving as teacher
ardes, school-community coordmator, read-
g teacher.

Services: LExtensive language program in-
volving tapes for listening, encouragement
of reading, writing, speaking; remedial read-
ing program; reduced pupis-teacher ratio for
selected classes; Lincoln Iibrary with film-
strips, pictures, tapes, records, as well as
books for teacher and pupil use; enrichment
through trips, musical events, art muscum
scholarships; orientation teacher to introduce
rach new child to some community youth
group; psychological counseling; inscrvice
training for teachers; cooperation with com-
munity assistance agencices to prov+de coun-
seling and issistance to famulies.
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Contact person:

Edward Shutman

Department of Intergroup Education
Pasadena Pubhic Schools

351 South Hudson Avenue

’asadena, Califorma

2. Other praciices: A Higher Horizons sort
of program involving cultural enrichment,
curriculum revision, and guidance has oper-
ated in Pasadena under the name of Hore
(Higher Opportunitics in Pasadena Educa-
ton) since 1961, It now functions in cight
clementary scnools, one junior high, and two
senior high schools.

A reading laberatory staffed by a reading
specialist and —olunteer graduate assistants
operates in on¢ junior high school. A p.r.x.-
school sponsored after-school study center
operates in another junior high school.

Contact Person:
George W. Norene, Superintendent
Pasadena Public Schools

A speaial art program jointly sponsored by
the Pasadena Art Muscum and the schools is
designed to explore the cffectiveness of an
after-schoc: program of special art education
in improving gencral attitudes toward learn-

ing.

Contact person:

Grace McFarland

Assistant Superintendent of
Elementary Schools

Pasadena Public Schools

Pittsburg:

The Compensatory Education Program at-
tempted to reorganize the science curriculum
1n ordes to provide for more experimentation
and make science more meaningful and -
teresting to disadvantaged children.

Date begun: November 1963

Target population: One hundred predomi-
nantly white lower sociveconomic status

[ )
[
[ )

seventh- and aghth-grade pupils irom one
school.

Per pupil costs: $36

Sponsoring group: State of California through
McAteer Act and local school district.

Staff: Guidance counselor, curniculum co-
ordinator. three classroom teachers, attend-
ance officer.

Services: Special practical science curriculum
directed toward gardening and practical
botany; reduced reading and text activitics
with emphasis on direct experiences in gar-
den plots, experimental raising of plants;
special classroom and laboratory activities in
mathematics, home cconomics, woodshop,
and languagc.

Contact person:

Douglas Usedom. Project Director
Mt. Diablo McAtcer Project

611 Pacifica Avenue

Pittsburg, California

Pleasant Hill (scc Contra Costa County)
Ravenswood (scc Palo Alo)
Redwood City:

The Sequoia Union High School District
Compensatory Education Program, iniuallv
a teacher retraining project, now includes
curniculum revision in the areas of social
studies and English.

Date begun: October 1963

Target population: Seventy-five students in
grades 10 and 11 of one high school.

Per pupil costs: Not determined

Sponsoring group- State of California through
McAteer Act and local school district.

Staff: Two classroom teachers. consultants,
psy chologist. principal.

Services: Concentration on continuing -
service retraining of teachers and on rework-
g of curricular offenngs with parucular




attenuion to differences in cogmuive processes
of puprlsinvolved: group counscling sessions
with students.

Contact person:
Elrzabeth Van Dalsem,

Director G idance and Rescarch
Sequoia Unton Tigh School District
180 James \venuce
Redwood City, California 94062

Riverside County:

The Coachella Valley McAteer Pilot Project
for Spanish-Speaking Cultarally Disadvan-
taged Children involves six school districts
" aprogram to raisc the educational achieve-
inent, aspirational level, and community ac-
ceptance image of local Spanish-speaking
children.

Date begun: September 1963

Target population: Three hundred and sixty
children in grades 1-3; 50 sixth-graders; 50
cighth-graders: jo cleventh-graders, all of
tnem Spanish-speaking Mexican-Americans
of low cr sociocconomic status, many of them
children of agricultural migrants.

Per pupil costs: 536

Sponsoring group: State of California through
McAteer Act and local school district.

Staff: Curriculum coordinators, psvcholo-
aists, speech consultarnt.

Services: In three general arcas—increasing
otal language facility, particularly at pri-
marv level, with special sound training pro-
gram and special reading program with lan-
guage experience approach: expanded school
libraries: study halls; ilingual teacher aide
progra=. at upper grade levels attempts 10
measure sclf-image of populat:on with mter-
views and project-devised self-concept scale;
usc of high school students from same popu-
lation as interpreter aides in teaching and
counscling; interviews with  “successful™
children to determine elements of their sue-
cesst mvolvement of parents in project

to
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through Spanish festival celebrating opening
of school: positive emphasis o Mexican-
American hentage.

Contact person:

William D. Stocks. Director of Instruction
Riverside County Schools

82-675 Avenue 36

Indio. California

Rodeo (scc Contra Costa County)
Sacramento:

i. Neighborhood Study Centers 1s a study
hall program for children whose own homes
do not provide a place, the materials. and
the personal help for cffective study.

Date begun: September 1963

Target population: Some 2.000 children, half
minority group (Mexican and Negro) in 27
study centers throughout the city.

Per pupil costs: Not determined

Sponsoring  group: Community  Welfare
Council of the Greater Sacramento Arca.
Inc., funded by United States Office of Eco-
nomic Opportunity, 1965-66.

Staff: Six hundred volunteer tutors. college
and high school students, and community
volunteers. paid supervisory personnel from
various agencics, coordinating staff.

Services: Study centers in churches, schools,
ncighborhood centers, union hall. juvenle
detention center—all containing reference
books. writing materials. and tutors to pro-
vide assistance when needed; coordination
with schools 10 encourage attendance and
meet student nceds: involvement of various
cominunity agencics and neighborhood peo-
ple 1 providimg facilities. supervisory per-
sonncl. materials. refreshments, and so forth.

Contact persons:
Marnion Joseph. Director, or
I.cah Chase. Coordinator
Commumty Weltare Council
1oto 24th Street, Sacramento, Califorma
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2. Two special adult education projects con-
ducted by the local school district were de-
signed to improv ¢ the competence of disad-
vantaged parents and thereby improve the
prospects for thar children. The Parent-
Child Observation Classes for Mothers Re-
CCi\'ing Aid o \'l'('(l}' Children involves
mother and child participation 1n mutual
learning experiences. Classes are given five
days a week.

Date begun: February 1963

Target population: Parents of culturally dis-
advantaged children—260 clildren, 1 3 classcs.

Per pupil costs: Not determined

Sponsorir.g group: Local school district,
United 3tates Office of Economic Oppor-
tunity.

Staff: Thirteen teachers for parents” class, 13
teacher-aides, 13 male work-experience high
school students (often of lower sociocco-
nomic status), nurse, scnool social worker,
psvchometrist, clerk coordmator.

Contact person:

Mrs. Jeanada Nolan. Coordinator
Sacramento City Umficd School District
Sacramcento, California

I aluauon: Agnes S. Robwnson. f Progress
Report on Adult Special Education Projects,
October 22, 1963. Continuing evaluation.

The Literacy Program for Culturally De-
prived  Dependent Parents nvolves «x
classes 1n basic acadenmies, reading, mathe-
matics, discussion of fanuly and school prob-
lems, and home and fanuly management
courses. At present 150 adults are enrolled.

Contact person:

Tom Weems, Director

Adult Education

Sacramento City Unified School Districi

San Bernardino:

1. Truning Natural Talent 15 a prozram to
idenufy underachicvers and provide them

with enrichment and counschng in order to
rarse their aspiration level and their achieve-
ment.

Date begun: January 1959

‘Target population: One hundred and thirty
predomemantly Negro and Menican- Amceri-
can students in five clementary schools
(sixth-grade only). one junor high, and one
scnior high school. Two-thirds of the group
rank over 110 in 10.

Per pupil costs: Stoo

Sponsoring group: Local school district t Ford
Foundation carnied 50 percent from 1959 to

1903).

Staff: Ten classroom teachers, guidance
counsclors. reading specialist. subject super-
visor, curficulum coordinator, psychologist,
art consultant, music consultant, social
worker, ndrse. dean.,

Services: Extensive fidd trip program: cul-
tural actnaties: new classroom materials:
teacher reonentation: individual and group
counscling and gwdance: parent mectuings
and Lome visite: summer school prosram
with reading improvement emphasis.

Contact person:

John D. Gathings

1290 Muscott Street

San Bernardmo, California

Fraluation: Completed and avalable L f
\lmonity of One. San Berardino City
Schools Pubhcztion. San Bernardmo, Cahi-
lornu. 19Hy.

N.B. Prozram expanded 1 1965 to one
wmor hich, one high «chool and 13 demen-
tary schools. with federal Elementary and
Sccondary Fducation Act funds: plans for
1960 call for servine all children 1 all
schools.

2. San Bernardino Citv Schools Compensa-
tory Iducation Projectas an carlv mterven-
ton prozram emphasizing onal lnzuaze
work and ennchmont activities as a means




ot overconng deficiencies of expernience,
vocabulary, and language among disadvan-
taged children.

Date begun: September 1963

Target population: Approximately 1500 clul-
dren. larady Negro and Mesican- Amernican,
i grades K-31n 10 schools.

2. . -
Per pupil costs: S37

Sponsoring group: State of California through
McAteer Act and local school district.

Stafl: Classroom teachers, teacher aides.

Services: Seminars to orient teachers and
project personnel to new techniques and to
an understanding of the disadvantaged: spe-
cally planned experiences for language op-
portunity: ficld study trips and tours: use of
ardes 1o provide more small-group conversa-
tion: parent-teacher home conferences.

Contact person:

Ethel Johnson, Project Director

San Bernardino City Unified School District
=99 I Street, San Bernardino, California

San Diego:

Pilot Project 1n Compensatory Education
hopes to rarse student asprration and achieve-
ment by ennicling school experniences. -
creasig teacher acceptance, and  helping
parents dov clop realistic goals.

Date begun: October 1963

Target population: Scven hundred and fifty
childrer: trom three elementary schools and
=50 children from two jumor high schools.
Eatendad program mduding two primary,
tour dementary, two jumor high, and o
semor high schools to begim September 1963
with aspeets of program extended to a totad
of 31 schools.,

Per puptl costs: S36

Sponsorng group. Staicof Calitorma through
Me Atear et and local school district.

Sutl: Sty classroom teachers. guidance

to
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counsclor, reading specialists, curriculum co-
ordimator, speech teacher, psy chologist, home
vsitors, physician, nurses, socal worker.

Services: At clementary level s use of teacher
assistants to allow for morc individuahization
of mstruction; academic emphasis on lan-
guage aris and number concepts; ennch-
ment through ficld trips, and so torth; coun-
sching: after-school reading rooms; use of
subsututes to allow teacher time to mect
with parents. At sccondary level: basic skills
ciasses; extensne curnculum revision with
program cnnched and extended through use
oi resource teachers and volunteer college
student tutors: mscrvice teacher reorienta-
uon; ficld trips: group counscling.

Contact person:
Wilham H. Stegemen,

Assistant Supenntendent
Curriculum Scrvices. Education Center
San Diego City Schools
Park and El Cajon Boulcvards
San Dicgo, California

Evaluauion: In progress (but sce Prlot Project
in Compensatory Education, San Diego City
Schools, January 1963).

San Francisco:

1. San Francasco’s Mcelteer project 1s esen-
vallh o ficld-tnp  program  desizned  to
broadcn the expeniental base of mmority
group children.

Date begun: Scptember 1963

Target population: About 1,518 sccond-
araders 12 schools, and 1,384 aighth-giad-
crs i four jumor ligh schools. Children are
predommantly of Chinese. Negro. and Span-
ish-speaking background.

Per pupil costs: S36
Sponsoring group: State of Califorma through
Mevtcar Act and local school district.

Stafl: Thirty -sixn clementary classroom teach-

ers. and a comparable number of yunior high
school teachers.
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Seivices: Entire project devoted to tripsinto
community combined with pre-tripand post-
trip activities related to the expeniences, m-
cluding resource visitors to school, panel dis-
cussions, written compositions, and so forth;
trips included theater and ballet, muscums,
aquarium, dary ranch, bridges, and <o forth:
some trips vocationally oriented: parent pac-
ticipation mn trps.

Contact person:
Isadore Pivnick, Supervisor,
Compensatory Fducation
Board of Education
35 Van Ness Avenue
San Francisco 2, California

2. The School-Community Improvement
Program is the outgrowth of a pilot project
which was devoted to devcloping solutions
to the reading and language problems of dis-
advantaged children with attention to their
relevance to later emplovability or college
placement.

Date begun: February 1961 (pilot ended
June 1964—has been extended under a
Supervisor of Compensatory Education)

Target population: Pilot served 1,400 pupiis
in two clementary schools, 150 pupils in one
junior high school. and 3.000 pupils in three
serior high schools—all predominantly Negro
of lower-middic or lower sociocconomic
status. Extended program involves a total of
47 schools.

Per pupil costs: Syo (pilot)

Sponsoring group: Ford Foundation and
local school district.

Staff: Fightv-four classroom teachers, guid-
ance counselors, reading specialists, home
visitors, social worker.

Services: Remedial and developmental read-
g classes: extensive testng and evaluation
ol new materials, cultural enrichment activi-
ucs; volunteer-staffed study centers; field
trips and camping  CXpericnces; resource
teachers to work with children and other
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teachers: domonstration and  observation
lessons: tcacher traming in reading and
human relations: summer teacher workshops:
recruttiment and traming of volunteer story -
tellers; counseling: carcer chinics, jobs for
vouth: home vistting.

Contact person:

Isadore Pivnick, Supervisor,
Compensatory Education

Board of Education

3. The Superintendent’s Compensatory Pro-
gram 1s designed to provide speaial help,
particularly 1n the language arts arca, to
cnable disadvantaged children to compete
successfully in school.

Datc begun: September 1961 (preceded by
pilot February-june 1961)

Target population: Pupils residing inarcas
heavily populated by Neearo, Oriental, and
Spanish-speaking families. Pupils identified
for help had severe reading problems.

Per pupil costs: St50
Sponsonng group: Local school district.

Staff: Supervisor and three resource teachers
give szrvice to 58 classroom teachers.

Services: Special help in language arts skills
in reading and language laboratorv; intro-
duction of spccial materials, cquipment, and
techniques to facilitate learning: wide use of
ficld trips; inscrvice training: study centers.

Contact person:

Isadore Pivnick, Supervisor,
Compensatory Education

Boara of Education

4. The Drama Demonstration Project 1s a
pilot study which attempts to demonstrate
that drama can be used to motivate pupils to
stav in school and can help provide them
with the skills necessary to succeed. Program
cooperates closely with four community
agencies.

Date begun: September 1963
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‘Target population: Scventy-two pupils at-
tending school m a low sociocconomic area.

Per pupil costs: Si10

Sponsoring group: Rosenberg Foundation
and local school distnct.

Stafl: An in-school and out-of-school co-
ordinator, plus nine teachers assigned part
time

Services: Pupils travel in groups of 18 to
mathematics. social studies. Enghsh. and
physical education; clectives consist of dra-
ma. shop, home cconomics, art, and music:
special attention gnen to use of drama
throughout cntire day and n after-school
program in four centers.

Contact person:

Isadore Piviuck. Supervisor,
Compensatory Education

Board of Educauon

5. .\ Family School Program for Bilingual
Fanulies with Preschool Children is designed
to provide help to voung families, recent im-
migrants from non-English-speaking coun-
trics.

Date begun: September 1964

Target population: Disadvantaged and/or-
bilingual families with young children, re-
cent immigrants from Latin America, the
Canbbean. the Far East, and some Euro-
pean countrics.

Per pupil costs: Not determined

Sponsoring  group: United Community
Fund. Bothin Helping Fund.

Stafl: Teachers. social workers. psvchologists.

Services: Cencurrent classes for mothers and
children in same building, but with separate
rooms and teachers. contnued for a vear or
two after armval in the United States; moth.
crs’ classes mvohve Enghsh language and
mtroduction to the culture of the United
States: nursery school program mvolves fan-
guage mstruction, enrichment, socizhization.

Contact person:

Irving Kniegsfcld

Mission Neighborhood Center
2595 Mission Strect

San Franasco, California

Santa Fe Springs (scc Los Nictos)
Sausalito:

scovk, the Sausalito School District Com-
pensatory Education Program, is designed to
improve student performance through en-
richment and counscling, and through n-
creasing teacher understanding and educa-
vonal effectiveness. as well as to encourage
mutual school-home-community interrela-
uonslups.

Date begun: October 1963

Target population: Approximately 511 chil-

dren 1n grades K-8.
Per pupil costs: S58

Sponsoring group: State of California through
McAtcer Act and local school district.

Staff: Remedial reading teachers. psycholo-
gist, social worker, pupil personnel ceunsclor.

Services: Counseling and guidance: extensive
inservice teacher reornientation; home visits:
field trips: after-school recreation and clubs:
outdoor science and conservation education
school: tutoring centers.

Contact person:

Charles Nagel, Coordinator
Civic Center, Marnn County
San Rafael, California

Sequoia (scc Redwood City)
Stanford University (sce Palo Alto)
Stockton:

Stockton Program of Educauon for Enrich-
ment for Disadvantaged Youth (sprroy) 1s
an clementary school program which secks
to mprove the self-image. atutudes, and
achicyement of disadvantaged children.
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Duate begun: October 1963

“Farget populanon: Six hundred and nincty
Jower socioccononne status pupils in three
clementary schools. predommanty of nu-
nority group onigm. Negro. Mexican-Amert-
can, or Asan.

Per pupil costs: S34

Sponsoring group: State of Californza through
MecAteer Act and local school district.,

Staff: Fortv-four classroom teachers, re-
source teachers.

Services: Broad attack on remedial reading:
extensive program of trips to cultural and
other ennchment experiences. often with
parents involy ed: mservice teacher reorien-
tation: development of special vocabulary -
building and other onginal teaching ma-
terials, study hall and library programs.

Contact person:

Jetl B. West. Assistant Superintendent
Elementary Education

Board of Education

7ot North Madrcon Strect

Stockton. California

Stratford (sce Kings County)
Thermal (scc Riverside County)
Tulare:

Preschool Program s designed to provide
opportuntties to deprived children for 1m-
proved langzuage development and to further
provide an avenue for parent education.

Date begun: October 1964

Target population: Twenty-four preschool
children. predomimantly Negro and Mexican-
American.

Per pupi costs: Not determined

Sponsoring group: Rosenberg Foundation,
local school distuct.

Stafl: Two preschool teachers, volunteer.
psychologists, principal, Assistant Superin-

tendent of Schools, Exccutive Sccretary,
Rosenberg Foundauon.,

Services: Preschool program including lan-
guage arts, social studies, science, art, and
music: use of audiovisual techniques: ficld
trips. often with volunteer adult parucipa-
uon for mndiiduahzauon of experience:
pupil and parental counseling and gaidance;
health care.

Contact person:

Glena Crumal, Principal
[.incoln School

Tulare. Californta

Willowbrook (P. O. Los Angeles)

The Willowbrook Extended I.carning Pro-
gram (wrrpe) is designed to improve the aca-
denne performance. the socal adjusument.
and the motnnation of a group of intermediate
students through enrichment activitues, with
emphasis in the langeage arts arca, and
through extension of the school day.

Date begun: January 1964

‘Target populaton: Two hundied and fifty
puptls in grades 4 and 5 of five elementary
schools, predomanily Negro and Mexican-
American recent migrants. (Equal number
m control group.)

Per pupil costs: S24

Sponsoring group: State of California through
McAteer Act and local school district.

Staff: "Yen classroom teachers, curriculum
coordiators, psychologist, director of special
scivices, nurse, attendance oflicer.

Services: Sixty-minute enrichment and de-
velopmental reading clase after school cach
dayv: clase size held o 25: field study trips
and assembly speakers: mservice teacher
taning: group and mdndual puent con-
ferences: puent workshops for parents to
assemble materals needed for project.
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Contact person:

Mrs. Doris Jean Austin, Project Director

Curriculum Consultant for Willowbrook
School District

1623 East 118th Street

Los Angeles, California

Evaluation: Vanous tests listed.

Colorado

Denver:

t. The Pilot Program for the Disadvantaged
is a program designed to upgrade the social
and educational development of disadvan-
taged pupils.

Date begun: September 1962

Target population: About 1,700 elementary
pupils in 17 schools, 510 jumor high school
pupils in two schools, and 360 tugh school
pupils in two schools.

Per pupil costs: Not determined
Sponsoring group: Local schooi district.

Staff: Eighty-four elementary, 17 junior
high,andi thigh school teachers, coordinators.

Services: Team teaching at elementary level
with two teachers assigned per class for work
on reading and language development for
half the day; junior high school has similar
program for two periods a day; special
teacher selection and training; emphasis on
using child’s own experiences in teacuing
activities and on appropriate matenals selec-
tion; full hour of anthmetic per day.

Contact person:

Dorothy S. Raynolds, Supervisor
Department of General Curriculum Services
414 14th Street, Denver, Colorado

2. Various other practices have been put into
effect in the Denver Public Schools many of
them designed to implement the recom-
mendations of a Special Study Committee on
Equality of Educational Opportunity.
Among them are:

219

An Orientation Room program is designed
to provide individuahized instrucuon to
transient students whose achievement is be-
low grade level. Pupils remain in these
special classes for periods from two to eight
weeks and are then transferred to a regular
school class.

Various approaches to the improvement of
reading include a pilot program which initi-
ates reading instruction in kindergarten; a
summer vacation reading program in cooper-
ation with the Denver Public Library;and a
summer reading improvement program for
pupils below grade in reading achievement.

Study hall programs are school sponsored at
the primary level and community sponsored
for older children.

Summer workshops and curriculum writing
centers prepare materials for the carly read-
ing program and train kindergarten and 1n-
termediate teachers for follow-up activities.

Connecticut
Hartford:

The Fred D. Wish School Higher Horizons
Program is a broad-spectrum project de-
signed to help a group of disadvantaged
children attain their maximum potential.

Date begun: September 1962

Target population: About 934 predomi-
nantly lower socioeconomic status Negro
pupils, representing the entire student body,
kindergarten through eighth grade, in one
elementary school. (Extended to a second
school 1964-65.)

Per pupil costs: $55

Sponsoring group: Local school board.
Staff: Guidance counselor, pupil adjustment
worker, reading consultant, psychologist,
remedial reading teacher, speech therapist,

librarian, helping teacher, special music, art,
French, woodworking, home economics and
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physical educauion teachers, teachers for
mentally retarded. physcian, nurse, dental
hvgicmst, social worker, attendance officer.

Services: Ungraded primary sequence
carly grades; emphasis on language arts with
special attentton to reading, verbal, and
auditory perceptual skills; extensive audio-
visual program; class size reduced o 25;
group and mdividual guidance; enrichment
acuvities such as field trps, cultural events,
glee club, student council, acuvity clubs;
studyv center: parent conferences: imvolve-
ment of community m providing enrnichment
opportunitics.

Contact person:

Elizabeth M. Dennchy, Principal
Fred D. Wish School

350 Barbour Street

Hartford, Connecticut

Evaluation: Evaluaton of reading program
completed.

New Haven:

Community Progress, Incorporated (cp1), 15
a community action program designed to co-
ordmate the work of various community
institutions m a massive attack on poverty
and to help sccure funds for such an attack.
There are more than 30 programs in the
arcas of education, emplovment, and neigh-
borhood services i which cpr has had a role,
cither in coordinaung and plannig, m staff-
g, or (as in the educational programs devel-
oped and run by the Board of Education),
i obtaining and allocating available federal
and foundation funds. Some of the current
Board of Education programs include:

1. The Preschool Program is designed to in-
volve both parents and children n a struc-
tured program of acuvities which will in-
crease the children’s opportunities to de-
velop skills and atutudes necessary for school
achievement.

Date begun: September 1963 (preceded by a
pilot, 1962-63)
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Target population: Four hundred and fifty
preschoolers from three vears-eight months
to four vears-cight months of age, and therr
parents, 1n 17 centers, 75 percent Negio, 25
percent Caucasian. (Project has served 1,035
preschoolers since 1ts inception.)

Per pupil costs: Not determined

Sponsonng  group: Ford Foundauon (7
centers) and United States Office of Eco-
nomic Opportunity (10 centers).

Staff: Sixteen teachers, 17 teachers’ ades,
parent supervisor, parent counsclors, secre-
taries, custodians, baby attendants, part-ume
curniculum coordmators.

Services. Nursery school program two hours
per day, four days a week for groups of 15
children, morning or afternoon sessions;
centers located in churches, housig develop-
ments, schools, within walking distance of
famslies served: parent program on fifth day
involving discussions of home and fanuly
problems, child-rearing techniques, school
acuviues, and so forth: baby program for
yvounger siblings one vear to three vears-cight
months; coordmation with elementary school
teachers—records and mformauon passed on
to kindergarten teachers; follow-up with
parents and children’s teachers through grade
3.

Contact person:

Mrs. Adclaude Phillips, Director
Pre-Kindergarten Program

31 Webster Street

New Haven, Connecticut

2. The Reading Program 1s a project m the
primary and jumor high school grades de-
signed to improve reading through imp:ove-
ment of teacher techniques and materials as
well as through an extensive remedial read-
ing program. Program cmphasizes preven-
ton of reading problems in the primary
gradcs.

Date begun: September 1963

Target population: Thirteen thousand pupils
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from 33 clementary schools and one junior
high school, 60 percent Caucasian, 4o per-
cent Negro.

Per pupil costs: Not determined

Sponsortng group: ord Foundation and
local school district.

Staff: Twelve reading teachers.

Services: Developmental reading program to
establish good basic reading skills in grades
i-4; emphasis at intermediate and secondary
levels on developing reading-study  skalls;
mdividualized reading programs at all levels;
remedial program for pupils in need of special
help; revised mstructional materials includ-
g new basal reading series; extensive pupil
testing to determine reading levels; inservice
teacher education through workshops, con-
ferences, demonstrations, participation in
experimental programs; classroom demon-
stration and individual assistance for teachers
in the teaching of reading: puptl and parental
counscling.

Contact persons:

Josephine Williams, Nicholas Criscuolo,
Mrs. Henrietta Fagan

Davis School

35 Davis Street

New Haven, Connecticut

3. The Summer School Program is designed
to provide opportunity not only for needed
remedial work, but for exploration of new
ficlds of knowledge in courses not generally
available during the school year.

Date begun: July 1963

Target population: Approximately 6,165
pupils from grades 4-12 since 1963.

Per pupil costs: Not determined

Sponsoring gioup* Ford Foundation, local
school district, United States Office of Eco-
nomic Opportunity.

Staf: Staff of 130, including teachers, build-
ing leaders, principals.
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Services: Six-week summer sessions at 11
clementary schools and four junitor high
schools from 8:30 a.m. 1o 12:30 p.m. five
davs a week; wide variety of course offerings
in such arcas as map-making, folk music,
cooking, puppetry, as well as refresher
courses in reading, mathematics, and other
academic areas; no tuttion, no marks, no
credits; encouragement of teacher experi-
men